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Abstract
This study examined the attitudes that Tennessee community college faculty hold toward
online foreign language courses and the predictive correlational relationship between those
attitudes and advising behaviors of the faculty in regard to online foreign language courses.
According to the Reasoned Action Approach, formerly the Theory of Reasoned Action, attitudes,
perceived social norm, and perceived behavioral control can be used to determine behavioral
intention, which can predict future actions. The data collected from this cross-sectional
descriptive and predictive correlational study was analyzed using a hierarchical multiple
regression analysis to determine if there is a correlation between faculty attitudes, perceived
social norm, and perceived behavioral control and their behavioral intention to advise students to
take online foreign language courses. It was found that there is a correlation between a faculty
member’s attitude toward online foreign language courses and behavioral intention. Because this
study was conducted during the COVID-19 pandemic, which caused a drastic change in course
delivery, an analysis of the changes in attitudes, perceived social norm, and perceived behavioral
control from before the pandemic to the current time was also done. While this study focused on
the faculty at two community colleges located in Tennessee, more studies need to be completed
to see if these attitudes are the same across the nation.
Keywords: community college, COVID-19, faculty advising, faculty attitudes, faculty
beliefs, foreign language, higher education, online education, Reasoned Action Approach
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CHAPTER ONE: INTRODUCTION
Globalization is bringing individuals into more frequent contact with those who speak
different languages and many United States and international employers seek to hire employees
that speak more than one language (American Council on the Teaching of Foreign Languages,
2015; Wiley et al., 2012; New American Economy, 2017). Industries such as healthcare
(Klimova, 2018), education (Cunningham & Graham, 2000; Golshan et al., 2019; Lead with
Languages, n.d.), and business (Pew Research Center, 2016; Ter Horst & Pearce, 2010; Wiley et
al., 2012) consider the ability to speak a foreign language (FL) desirable when seeking new hires
to serve and communicate with an increasingly diverse clientele. Therefore, the United Nations
is encouraging FL education to improve communication, community, and interactions between
different language and culture groups (Ter Horst & Pearce, 2010). Many higher education
institutions across the United States are seeking to offer FL education and FL courses in online
or mobile formats to make them more accessible to students.
Since the development and widespread use of the internet, the growth of distance
education courses, specifically online courses, in higher education has increased (Fedynich,
2013; Fish & Gill, 2009; Morrison et al., 2007; Seaman et al., 2018). This can be seen at the
community college level, where the popularity of online courses, including FL courses, has been
growing steadily over the past decade (Fredericksen, 2018; Travers, 2016, Xu & Jaggars, 2014).
The convenience and flexibility of learning in any location at any time are two of the reasons that
students take online courses (Fedynich, 2013; Jaggars, 2014; Morrison et al., 2007). This same
convenience and flexibility of learning in online courses have made higher education accessible
to many adult learners who could not previously take certain courses or attain degrees due to
scheduling or inability to travel to attend traditional, on-campus courses (Fedynich, 2013; Fish &
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Gill, 2009; Wingo et al., 2017). The offering of FL courses in an online format provides students
with increased accessibility to learning FL; however, faculty are sometimes reticent to
recommend these courses.
While online courses have provided increased opportunity for many learners, and
researchers have consistently demonstrated that well-designed courses are as effective in terms
of educational outcomes as their residential counterparts (Bernard et al., 2004; Russell, 1999),
faculty continue to have negative attitudes toward online courses. Allen and Seaman (2015)
found that faculty acceptance of online courses has dropped over the 12 years that they have
collected data. This is significant because attitudes toward online courses can influence faculty
behaviors (Mills & Moulton, 2017; Wilkerson, 2006), specifically their advising behaviors. If
faculty have negative attitudes toward online FL courses, they may be less likely to advise
students to take online courses. If faculty have positive attitudes toward online FL courses, they
may be more likely to advise students to take online courses.
Problem of Practice Statement
Traditionally, FL courses and programs have relied upon face-to-face interactions,
including such methods as immersion and live verbal interactions, to teach listening and
speaking skills (Brown et al., 2018). Concerns about online mediaʼs ability to facilitate the
linguistic interaction needed to teach discipline-specific skills have delayed the adoption of
online learning for these courses and programs (Brown et al., 2018). Some FL programs have
resisted online education adoption because of the perceived inability of the medium to provide
the same quality of instruction as the face-to-face environment (Davis, 2005). Faculty’s negative
attitudes toward online FL courses may impede the offering of FL courses online and enrollment
growth in online FL courses if faculty advise students not to consider an online FL course.

2

Faculty advisors play an important role in their adviseesʼ academic career. The belief
systems and attitudes of faculty can influence their recommendations, as well as the curriculum
and instructional choices of their students (Mills & Moulton, 2017). Wilkerson (2006) found that
faculty advise students based on their personal experience or past advice from their advisors. It
has been found that advisorsʼ attitudes toward courses, content, and type of instruction have
influenced the advice they give to their advisees in general (Mills & Moulton, 2017), but there is
insufficient research in this area.
While there is research on community college faculty attitudes toward online courses in
general (Fredericksen, 2018) or in non-FL fields (Mayfield-Johnson et al., 2014; Shea et al.,
2005), there is little when it comes to online FL courses at the community college level. Limited
research has been conducted on FL faculty attitudes toward online FL courses and what has been
done is primarily descriptive and shows only that FL faculty have concerns about these coursesʼ
effectiveness (Brown et al., 2018; Davis, 2005; Pichette, 2009). More research is needed to
identify community college faculty attitudes toward online FL courses to determine if these
attitudes and other factors influence their behavioral intentions (BI) in advising and, more
specifically, their recommendations to advisees regarding online FL courses.
Purpose Statement
The purpose of this cross-sectional descriptive and predictive correlational study was to
apply the Reasoned Action Approach (RAA) (Fishbein & Ajzen, 2015) to examine what factors
(control variables of demographic, past experience, and actual control as well as predictor
variables of attitudes, perceived social norm, and perceived behavioral control) predict faculty’s
BIs in student advising. RAA is based on the assumption that attitudes, perceived social norm
(PSN), perceived behavioral control (PBC), and actual control with a possible influence from
background factors determine BIs, while BIs predict future behaviors. Fishbein and Ajzen (2015)
3

state that “intention is the best single predictor of behavior” (p. 21). The BI in this study was the
likelihood that faculty will advise their students to take online FL courses.
The study first examined the likelihood that community college faculty will recommend
an online FL course to an advisee. It then explored which factors, including control variables and
predictor variables, were associated with advising students to take online FL courses at two
community colleges in Tennessee. Control variables, including demographic and past experience
variables, defined as background factors by Fishbein and Ajzen (2015), were considered. Actual
control was also considered a control variable (Fishbein & Ajzen, 2015). All predictor and
control variables were measured using a researcher-created instrument, Intention to Advise
Students Scale, developed using previous instruments as examples, as well as research and
theory sources (Fishbein &Ajzen, 2015; Hill, 2011; Tedrick Parikh, 2014). The survey contains
47 questions aimed at examining attitudes, PSN, PBC, and actual control. Demographic and past
experience questions are included. The demographic and past experience control variables based
on the theory and research were faculty’s age range, gender, ethnicity, place of origin/region,
subject teaching area, years of teaching experience, online course experience, and FL experience;
each was statistically controlled in this study. It has been found that demographic and past
experience control variables can influence attitudes, PSN, and PBC (Fishbein & Ajzen, 2015).
Finally, the criterion of BI, defined as the advisor’s intention to advise students to take an online
FL course, was examined using four advising scenarios and one statement. Faculty were asked to
rate how likely they are to advise a student to take an online FL course in each situation.
Empirical and theoretical informed definitions are discussed in the next section.
Theoretical Framework
This study looked at how factors influence faculty’s BI of advising students to take online
FL courses at the community college level and was, therefore, situated in the Reasoned Action
4

Approach (RAA) as developed by Fishbein and Ajzen (2015). Fishbein and Ajzen (2015)
explained that an attitude toward a behavior, along with the perceived social norm (PSN),
perceived behavioral control (PBC), and actual control, can lead to the intention to perform a
behavior. Background factors or control variables can influence these, inclusive of three
categories: individual factors, social factors, and information factors (See Figure 1). Fishbein and
Ajzen (2015) stated that many different background factors might play a role in Bis and
determining those factors for each specific study would be a study on its own (Fishbein & Ajzen,
2015). Therefore, the background factors listed could influence the key constructs, which are
called predictor variables, of the theory.
For this study, the first predictor variable was attitude toward the behavior, which is the
degree of favorableness or unfavorableness community college faculty members have toward
online, FL, and online FL courses. The second predictor variable was perceived social norm
(PSN), which is the faculty member’s perception of “what is acceptable or permissible behavior”
(Fishbein & Ajzen, 2015, p. 129) deemed by their supervisors, colleagues, students/advisees, and
other professionals in their discipline. Perceived behavioral control (PBC) was the third predictor
variable that refers to faculty members’ ability and confidence to advise students, as well as the
freedom that the faculty member has to advise. Not all community college faculty members are
student advisors, nor do all advisors have control over how to advise their students. Some
curriculum requirements dictate advising procedures in certain divisions or departments. Actual
control of the behavior, defined as a faculty member’s skill, resources, and prerequisite
information access (e.g., training), and other community college environmental factors, was
considered a control variable (Fishbein & Ajzen, 2015; O’Neill et al., 2018). All of these can
influence faculty’s ability to perform the behavior.
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Figure 1
Reasoned Action Approach Model adapted for this study
Note. Adapted from Predicting and Changing Behavior: The Reasoned Action Approach by M.
Fishbein and I. Ajzen, Routledge. Copyright 2015 by Fishbein and Ajzen.
In this study, RAA was used to examine the criterion of BIs, the readiness to do the target
behavior (Fishbein & Ajzen, 2015), of community college faculty members’ online FL course
advising intention. Faculty factors were determined by looking at the participants’ general
attitudes toward online FL courses, knowledge about online FL courses, their PBC over how
they advise students, and the PSN from groups or people of influence in their lives. The
individual, social, and information factors of stereotypes, general attitudes, perceived risk, age,
gender, ethnicity, place of origin/region, online experience, and advising experience along with
the variables of full-time faculty status and teaching area served as control variables along with
actual control. Lastly, BIs were measured using a series of advising scenarios where the faculty
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will determine how likely they would be in each situation to advise the student to take an online
FL course at the community college level.
Questions
Research question 1: What is the likelihood that community college faculty will
recommend an online foreign language course to an advisee?
Research question 2: How, if at all, do attitudes (toward online courses, foreign
language courses, and online foreign language courses), perceived social norm, and perceived
behavioral control predict the likelihood that community college faculty will recommend an
online foreign language course to an advisee while controlling for demographics (e.g., age,
gender, ethnicity, place of origin/region), past experience control variables (e.g., subject teaching
area, years of teaching experience, years of online teaching experience, past advising behaviors,
and experience with foreign language courses), and actual control?
Research question 2a: How, if at all, do the demographic control variables (age, gender,
ethnicity, place of origin/region) predict the likelihood that community college faculty will
recommend an online foreign language course to an advisee?
Research question 2b: How, if at all, do past experience control variables (subject
teaching area, years of teaching experience, experience teaching or creating an online course,
taken a foreign language course or an online course) predict the likelihood that community
college faculty will recommend an online foreign language course to an advisee?
Research question 2c: How, if at all, do attitudes (toward online courses, FL courses,
and online FL course) predict the likelihood that community college faculty will recommend an
online foreign language course to an advisee?
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Research question 2d: How, if at all, do perceived social norms (in reference to online
foreign language courses) predict the likelihood that community college faculty will recommend
an online foreign language course to an advisee?
Research question 2e: How, if at all, does perceived behavioral control (in reference to
the freedom and ability to advise students as needed) predict the likelihood that community
college faculty will recommend an online foreign language course to an advisee?
Hypotheses
Research question 1 is descriptive; therefore, there is no corresponding hypothesis. The
following are the research hypotheses associated with research question 2.
Hypothesis 1: There will be a statistically significant relationship between community
college faculty attitudes (toward online courses, foreign language courses, and online foreign
language courses), perceived social norm, perceived behavioral control, and actual control and
the likelihood that they will recommend an online foreign language course to an advisee.
Hypothesis 1a: Demographic variables will have a significant influence on the likelihood
that community college faculty will recommend an online foreign language course to an advisee.
Hypothesis 1b: The past experience control variables of teaching and learning
experiences will have a significant influence on the likelihood that community college faculty
will recommend an online foreign language course to an advisee.
Hypothesis 1c: Faculty attitudes will have a significant influence on the likelihood that
community college faculty will recommend an online foreign language course to an advisee.
Hypothesis 1d: Perceived social norms will have less of an influence on the likelihood
that community college faculty will recommend an online foreign language course to an advisee
than faculty attitudes.

8

Hypothesis 1e: Perceived behavioral control will have less of an influence on the
likelihood that community college faculty will recommend an online foreign language course to
an advisee than faculty attitudes.
Null Hypotheses
Null hypothesis: There will be no significant relationship between community college
faculty attitudes (toward online courses, foreign language courses, and online foreign language
courses), perceived social norm, perceived behavioral control, and actual control and the
likelihood that they will recommend an online foreign language course to an advisee.
Null hypothesis a: Demographic variables will have no significant influence on advising
behaviors.
Null hypothesis b: The past experience control variables of teaching and learning
experiences will have no significant influence on advising behaviors.
Null hypothesis c: Faculty attitudes will have no significant influence on advising
behaviors.
Null hypothesis d: Perceived social norms will have no significant influence on advising
behaviors.
Null hypothesis e: Perceived behavioral control will have no significant influence on
advising behaviors.
Definitions
Actual control. This is environmental constraints or lack of skills/abilities that affect the
transition of BIs into the actual behavior (Fishbein & Ajzen, 2015; O’Neill et al., 2018). This
will refer to the faculty’s member’s skill, resources, prerequisite information access (e.g.
training), and other community college environmental factors.
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Attitude. “[A] latent disposition or tendency to respond with some degree of
favorableness or unfavorableness to a psychological object” (Fishbein & Ajzen, 2015, p. 76). In
this study, it is the degree of favorableness or unfavorableness community college faculty
members have toward online, FL, and online FL courses.
Behavioral intention. “[T]he subjective probability of performing a behavior” (Fishbein
& Ajzen, 2015, p. 40). This will refer to faculty’s subjective probability of advising a
student/advisee to take an online FL course.
Online course. A distance education course “in which at least 80% of the course content
is delivered online” (Allen & Seaman, 2015, p. 7). This type of course has few or no face-to-face
(synchronous) meetings. In this study, online course will refer to an asynchronous online course.
Perceived behavioral control. “[T]he extent to which people believe that they are
capable of performing a given behavior, that they have control over its performance” (Fishbein
& Ajzen, 2015, p. 154-155). This will refer to the faculty member’s ability and confidence to
advise students, as well as the freedom that the faculty member has to advise.
Perceived social norm. A faculty member’s perception of “what is acceptable or
permissible behavior” (Fishbein & Ajzen, 2015, p. 129) as deemed by their supervisors,
colleagues, students/advisees, and other professionals in their discipline.
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CHAPTER TWO: REVIEW OF THE LITERATURE
Foreign language (FL) study in college has been identified as a desired element in the
workforce (American Council on the Teaching of Foreign Languages, 2015; Cunningham &
Graham, 2000; Golshan et al., 2019; Klimova, 2018; Lead with Languages, n.d.; New American
Economy, 2017; Pew Research Center, 2016; Ter Horst & Pearce, 2010; Wiley et al., 2012) as
well as encouraged by the United Nations for cultural growth and understanding (Ter Horst &
Pearce, 2010). Even though this desire for students to learn a FL during college training exists,
enrollment in FL courses has dropped since 2009 (Looney & Lusin, 2018) and no evidence has
been found to explain this downward trend. One thought is that enrollment has decreased
because FL courses have not been offered at a time and in a format that is flexible and
convenient for student schedules. To increase enrollment in FL courses, many community
colleges across the United States are making FL courses available to students in an online format
to address this problem. In this case, online FL courses can provide a solution to this drop, but
only if students are advised to take them. Since students are influenced in their course choices by
their faculty advisors (Mills & Moulton, 2017; Wilkerson, 2006), it is important to determine if
faculty factors predict their likelihood of advising their students to take these courses.
The role of a faculty advisor in the planning of a student’s academic schedule can make a
difference in the enrollment in programs across the college. With dropping enrollments in FL
programs, it is important to determine what role attitudes, perceived social norm (PSN), and
perceived behavioral control (PBC) have in faculty’s BIs toward advising regarding online FL
courses. The reasoned action approach (Fishbein & Ajzen, 2015) provides guidance for the
predictive and correlational nature of this study by determining community college faculty
factors in relation to online FL courses and predicting the likelihood that faculty intend to advise

11

their students to take one of these courses. By identifying possible correlations between these
factors and intentions, FL programs can formulate recommendations to influence faculty beliefs
as a means for improving enrollment in these programs. This foundational study will help
determine a path to improve faculty factors to increase acceptance and enrollment in online FL
courses.
Theoretical Context
Attitudes have been shown to predict a person’s intentions to perform a certain action or
behave a certain way. According to Mills and Moulton (2017), “Instructors’ belief systems may
thus substantially influence their pedagogical choices including their choice of curricula,
materials, content, and instructional approaches” (p. 721). These belief systems directly affect
faculty and create attitudes that can influence how they teach their courses and interact with their
students and advisees. Faculty attitudes can be influenced by beliefs, choices, peer pressure
(PSN), and perceived behavioral control (PBC), according to the theory of reasoned action
(TRA) developed by Fishbein and Ajzen (1975).
TRA was first proposed by Ajzen and Fishbein in 1977 (Mobin-ul-Haque et al., 2014).
This theory predicts future behavior by looking at the BIs (motivation) and PSN (beliefs of peer
groups). While this theory was found to be valid, Ajzen later adapted it to include PBC as a
predictor of behavior based on a person’s perception of their ability to control the behavior,
creating the theory of planned behavior (TPB). TPB predicts future behavior by looking at how
attitudes, PSN, and PBC work together to create behavioral intentions (BI), which can then lead
to behavior. A comparison study of the two theories by Madden et al. (1992) found that TPB is
better at predicting behaviors than TRA when PBC is involved. However, after years of studies
and discussion TRA later underwent another change.
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Fishbein and Ajzen (2015) once again modified this theory into what is known as the
reasoned action approach (RAA), expanding on the TRA and TPB. In addition to attitudes, PSN,
and PBC, RAA also adds actual control as a background factor (Fishbein & Ajzen, 2015) which
can help predict BIs. The stronger the intention, the more likely it is that the person will perform
the behavior (Fishbein & Ajzen, 2015). According to Fishbein and Ajzen (2015), “The theory
suggests that intention is the best single predictor of behavior but that it is also important to take
skills and abilities as well as environmental factors (i.e., behavioral control) into account” (p.
17). See Figure 2 for a comparison of the three theories.

Figure 2
Comparison of TRA, TPB, and RAA
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Note: Adapted from Predicting and Changing Behavior: The Reasoned Action Approach by M.
Fishbein and I. Ajzen, Routledge. Copyright 2015 by Routledge. Also “A Comparison of the
Theory of Planned Behavior and the Theory of Reasoned Action” by T. Madden, P. Ellen, and I.
Ajzen, Personality and Social Psychology Bulletin, 18(1), p.4. Copyright 1992 by Sage.
Therefore, this study examined all of the RAA factors (attitudes, PSN, PBC, and actual
control) along with demographic data and past experience control variables to predict faculty BIs
in advising their students to take online FL courses.
Attitude is one of the most important elements of these theories in predicting behavior.
According to Elias et al. (2012), “An attitude can be defined as an evaluative judgement, either
favourable or unfavourable, that an individual possesses and directs towards some attitude
object” (p. 454). Fishbein and Ajzen (2015) gave a definition that allows for more flexibility,
“Attitude as a latent disposition or tendency to respond with some degree of favorableness or
unfavorableness to a psychological object” (p. 76). The psychological objects in this study are
online FL courses. Thus, attitudes are defined as the degree of favorableness or unfavorableness
community college faculty members have toward online, FL, and online FL courses. Faculty
attitudes may have been formed from previous experiences they have had or from experiences
influenced by others in their social norm group.
Perceived social norms (PSN), in this study, are faculty members’ perception of “what is
acceptable or permissible behavior” (Fishbein & Ajzen, 2015, p. 129) as deemed by their
supervisors, colleagues, students/advisees, and other professionals in their field. Thus, social
norms are the beliefs that a person holds about how the attitude object is perceived by important
people in their life (Dippel, et al., 2017). Social norms are pivotal in helping create the intentions
faculty have. Faculty members may be influenced by important people or people they perceive as
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important in their department, division, or college, including their dean, peers, colleagues,
students/advisees, or others in their field.
There are many definitions of perceived behavioral control (PBC) but, according to
Lehmann and Gorsuch (2017), PBC is the belief that a person holds regarding his/her ability to
control behavior. In this study, PBC is defined as faculty members’ ability and confidence to
advise students, as well as the freedom that the faculty member has to advise. For example, low
PBC may be when a faculty member feels they are under pressure from a dean to advise students
to take online courses to ensure maximum enrollment is met. A faculty member with high PBC
would have complete freedom in advising their students within the published guidelines of their
program or major. There would be no outside pressure to advise a student to take certain courses
over others when options are available.
This combination of attitudes, PSN, and PBC come together to form BIs (Chen & Chen,
2006; Fishbein & Ajzen, 2015; Lehmann & Gorsuch, 2017; Mobin-ul-Haque et al., 2014). BIs
were defined by Fishbein and Ajzen (2015) as “the subjective probability of performing a
behavior” (p. 40) and stated that, “Behavioral intentions are the most important immediate
antecedents of behavior, although control over the performance of the behavior also has to be
taken into account” (p. 39). In this study, the BI will refer to the faculty’s subjective probability
of advising a student/advisee to take an online FL course. This study also explored the
demographic and past experience control variables given their associations with BIs (Fishbein &
Ajzen, 2015). While background factors such as demographic and past experience control
variables may not have a significant association with BIs, Dovidio and Gaertner (2000) found
that the background factor of prejudice did have an influence on hiring practices. Conversely,
O’Neill et al. (2018) found that background factors did not have a significant influence on
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teachers’ behavioral beliefs toward using smartphones in FL lessons. Since background factors
have been found to have an influence in some studies (Dovidio & Gaertner, 2000; Fishbein &
Ajzen, 2015), they were included in this study. Following an extensive search, no studies were
found that looked at faculty BIs in advising and online FL courses.
RAA guided this study to determine to what extent community college faculty
recommendations to their advisees to take online FL courses are predicted by attitudes, PSN, and
PBC, while controlling for the control variables of actual control, demographic variables, and
past experience.
Distance Education
Distance education has been growing in higher education, and the definition of distance
education has changed over the years (Baker, 2014; Taylor, 2001). One of the most often used
definitions of distance education was by Keegan (1996), where he defined it as having five
qualities that make it different from other types of instruction. These qualities were summarized
by Bernard et al. (2004) as the separation of teacher and learner, educational organization for
student support, technical media, two-way communication, and the lack of learning groups.
Seaman et al. (2018) furthered this definition by specifying that the courses can be synchronous,
a live meeting on a specific day/time, or asynchronous, no or few live meetings with the course
accessible online. Distance education courses can deliver material using a variety of methods and
are not limited to being online.
While some may think that distance education courses and online courses are the same
thing, online education is only one form of distance education. An online course, according to
Allen and Seaman (2015), “is defined as one in which at least 80% of the course content is
delivered online” (p. 7). Online courses can also be categorized as asynchronous with no live
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meetings required or synchronous which requires online interactions at the same time in an
online meeting (Seaman et al., 2018). For this study, online courses in community colleges were
defined as those 100% delivered in an asynchronous, online format using the learning
management system (LMS) of Desire to Learn (D2L) currently used in community colleges
across the state of Tennessee.
History of Online Education in Community Colleges
When community colleges were first created in the late 19th century, their purpose was to
help prepare students for continued education in a university and to help prepare students for
employment in the Industrial Age (Fredericksen, 2018). Preparation for entrance to a four-year
institution and/or the job market is still the main purpose of community colleges today (Cutler
White, 2019). According to Fredericksen (2018), this “might explain the early embrace of online
education by this sector of higher education” (p. 386). The early onset of converting courses to
online education helped promote the flexibility of community colleges to address the needs of a
diverse student population. Early development of online education in community colleges can be
seen in the creation of departments to oversee this new field (Fredericksen, 2018).
In higher education, community colleges, on average, have been in the lead when
developing online education (Fredericksen, 2018; Gregory & Lampley, 2016; Hachey et al.,
2013). Since the inception of online programs at community colleges, enrollment and online
course offerings have increased quickly (Xu & Jaggars, 2014). According to Seaman et al.
(2018), as of Fall 2016, 31.6% of higher education students were taking at least one online
course. The numbers in this study were not broken down further into two-year and four-year
institutions. However, an earlier study by Allen and Seaman (2015) stated that data collected in
2013 showed 97% of public two-year institutions reported having online students. This was more
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than any other type of institution surveyed. Ginder et al., in their 2017 survey of postsecondary
institutions, found that 11.3% of higher education students were enrolled in exclusively online
courses, with just less than half of those, 5.1% of the total, representing students in public, twoyear institutions. The findings also showed that two-year institutions were slightly below fouryear institutions when looking at students enrolled in some distance education courses (public, 2year institutions had 7.7% while public, 4-year institutions had 12.0% out of the total of 20.7%).
While this shows the overall enrollment growth in online education in higher education and
community colleges, very few studies have focused on online courses at the community college
level in content-specific courses, especially in FL.
History of Foreign Language Education Online
Research has identified FL education as a latecomer to distance, and more specifically,
online education. Brown et al. (2018) stated that “The field of foreign languages was one of the
last to research this area” (p. 207). While FL education has long embraced the use of technology
to assist in teaching face-to-face courses, no studies were found to determine when FL education
first started to appear in online course listings at community colleges. Early studies in technology
use in the FL classroom focused on technology-enhanced language learning (TELL)
(Ghanizadeh et al., 2015) and computer-assisted language learning (CALL) (Chapelle, 2009).
Most of the TELL and CALL studies focused on one element or piece of software being used in
a language course instead of online FL courses.
More recent studies about online FL courses are centered on the students who are taking
them and examining the influence of online FL courses on student attitudes (Ushida, 2005),
language learning anxiety (Bárkányi, 2018; Pichette, 2009), writing (Chapelle, 2009), assessment
(Brown et al., 2018), and oral communication/interpersonal skills (Brown et al., 2018; Chapelle,
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2009; Guerrero, 2012). These studies have demonstrated that there is a need to look further into
online FL courses.
A few studies have focused on online FL course design (Brown et al., 2018) and faculty
attitudes toward online FL learning (Russell & Curtis, 2013), although the latter included only
FL faculty in the study (Russell & Curtis, 2013). Further, the influence of their attitudes on
advising students to take online FL courses was not examined. Moreover, FL faculty usually
advise only FL majors. This limitation is important because faculty across the college advise
students within other majors about FL courses. Thus, it is important to consider all the facultyʼs
attitudes toward online FL courses since faculty in every division are advising their students
about these courses.
Face to Face or Online: No Significant Difference
FL faculty tend to be concerned about the use of online delivery for FL courses. One of
the concerns voiced by FL faculty is that students in online FL courses will not develop
communicative fluency as well as students in face-to-face courses (Brown et al., 2018). Many
studies have been conducted on the effectiveness of online learning and have shown that it is
equivalent to face-to-face learning. Russell (1999) completed an annotated bibliography of
research reports, summaries, and papers from which he determined that there was no difference
in the courses’ effectiveness based on delivery. Bernard et al. (2004) later published a metaanalysis of 232 comparative studies and found similar results. In fact, some students in distance
education courses showed a slightly higher level of achievement than those in face-to-face
courses. These studies found that the effectiveness of courses was not dependent on format –
face-to-face or online – but on the course, instructor, and subject matter (Baker, 2014; Xu &
Jaggars, 2014). Gregory and Lampley (2016) found that significant differences between online
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and face-to-face courses at a public, two-year community college in Tennessee could also be
influenced by student demographic factors.
Further, FL studies have demonstrated that no significant difference between face-to-face
and online FL courses exist as long as the courses are designed to support speaking and listening
(Pichette, 2009). Newer technologies contribute to this by making it easier to facilitate FL
conversation in online courses (Aldosemani et al., 2016; Kern, 2014). A creative combination of
technology and assignment creation can allow online FL students to practice speaking the target
language. One of the few studies on the effectiveness of a first semester online FL course is an
ongoing study by Harris (2018) comparing student achievement in a traditional and an online
first-semester Spanish course. The results have demonstrated that there is no statistical difference
in student achievement based on course delivery method.
In summary, there is no significant difference in student performance between online
courses and traditional face-to-face courses (Russel, 1999; Bernard et al., 2004). While
demographics and course design can have an impact on student achievement, the course delivery
method, traditional or online, has not been shown to have a significant influence.
Factors that Influence Faculty Attitudes Toward Online Learning and FL
Faculty advisement of students about online learning can influence a student’s
impressions of online courses and their choice of courses. As discussed in the theoretical
framework, many factors can influence faculty behaviors, including their attitudes, PSN, PBC,
and actual control. The control variables of demographics and past experience are also important
to consider since these elements can influence faculty attitudes and PSN (Fishbein & Ajzen,
2015). The experience that faculty have had with online courses in the past may affect how they
advise their students (Wilkerson, 2006). A negative experience can result in faculty perceptions
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that online courses are inferior to traditional courses, leading them to advise students against
taking online courses even if taking the course would benefit them (Lin et al., 2011).
Many factors have been found that influence faculty satisfaction in teaching online
courses. In a study of 913 professors in different areas of higher education, Shea et al. (2005)
found a positive correlation between faculty satisfaction with teaching an online course and
specific experiences in teaching online, such as faculty interactions with students, technical
support, training in online course development and teaching, and time required to develop and
teach an online course. This study, designed to identified potential barriers to the growth of
online teaching, also determined that faculty satisfaction was highest among participants from
math/science departments, humanities, and business/professional development.
Many factors can influence faculty attitude toward FL courses. For example, Wilkerson
(2006) conducted a study of 27 university faculty from a private four-year university in East
Tennessee to examine their attitudes toward traditional, face-to-face FL courses. He found that if
a faculty member had had a good experience with FL, they tended to encourage students to take
FL courses (Wilkerson, 2006). Likewise, if a faculty member had had a bad experience with FL,
they tended to discourage their students from taking a FL course (Wilkerson, 2006). These
attitudes tended to be related to their previous FL course experience, “myths” that they had been
told, or information garnered from their advising experiences as student advisors (Davis, 2005;
Wilkerson, 2006). Therefore, when considering background factors, research demonstrates that
important factors to include are past experiences with online education, FL courses, and online
FL courses.
Summary
Even though studies have found no significant difference between online and face-to-face
courses (Bernard et al., 2004; Gregory & Lampley, 2016; Russell, 1999; Xu & Jaggars, 2014),
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even in FL courses (Adair-Hauck et al., 2000; Harris, 2018), faculty attitudes toward online
courses are still mostly negative (Allen & Seaman, 2015; Brown et al., 2018). Faculty’s past
experiences can affect their attitudes toward online courses (Lin et al., 2011; Wilkerson, 2006),
influencing what they advise their students to take. Using RAA (Fishbein & Ajzen, 2015) to
predict how faculty factors are associated with the likelihood that faculty will advise their
students to take online FL courses, while controlling for demographics, past experience, and
actual control, will provide FL faculty and department heads with needed information to begin
building enrollment in online courses by addressing these faculty factors. With enrollment rates
in FL courses dropping across the United States (Looney & Lusin, 2018), ascertaining whether
faculty factors influence the likelihood of advising their students to take these courses is the first
step toward working with faculty to influence their BIs to advise students to take online FL
courses and create a more positive outlook for online FL courses in the future. Community
colleges have been at the forefront of online course delivery. It is time to move online FL courses
into the spotlight.
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CHAPTER THREE: METHODOLOGY
The purpose of this cross-sectional descriptive and predictive correlational study was to
apply RAA to examine faculty behavioral intentions (BI) (i.e., advising) toward online FL
courses. The examination of faculty factors was twofold. First, I examined the faculty’s
likelihood to recommend an online FL course offered at the community college level to an
advisee. Second, I explored which factors, if any, were associated with advising students to take
online foreign language (FL) courses at two community colleges in Tennessee. Possible factors
included attitudes, perceived social norm (PSN), and perceived behavioral control (PBC), along
with the control variables of actual control, demographics, and past experience. Full-time
community college faculty from all divisions at two community colleges in Tennessee were
surveyed to measure the predictive relationship between several factors and faculty advising
practices. This chapter presents the investigation plan, participants, setting, instruments,
procedures, and analyses used for this study.
The Investigation Plan
In this cross-sectional descriptive survey and predictive correlational design (Creswell &
Creswell, 2018), I created a survey, Intention to Advise Students Scale that was then tested for
face and content validity. The survey was then sent to full-time faculty at two community
colleges in Tennessee to collect data. Survey data were analyzed to determine the likelihood that
community college faculty would recommend an online FL course to their advisees and to
measure the factors of faculty attitudes, PSN, PBC, and actual control.
The survey was first used to collect data on faculty BIs at one point in time, making the
descriptive design appropriate for this study (Creswell & Creswell, 2018). Cross-sectional
descriptive surveys have been used with other RAA studies and were shown to be useful
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(Fishbein & Ajzen, 2015), thus further supporting this design as an appropriate choice for this
study.
Further, a predictive correlational design was used. According to LaFountain (2014), a
predictive correlational design is used when a study “is concerned with examining the
relationship among variables” (p. 194). As such, this study employed a predictive correlational
design to determine the predictive association of faculty factors with their BI of making
recommendations to their advisees to take an online FL course. This design is further justified by
previous RAA studies that have used predictive correlational designs to examine BIs for many
different behaviors, including health behaviors (Dobbs et al., 2019), spirituality (Lehmann,
2019), work behaviors (Palm, et al., 2020), use of technology in social situations (NardiRodríguez et al., 2018), and education (Ellis, 2015).
Participants
This study utilized a convenience sample from a target population of full-time
community college faculty from across all disciplines and divisions within two community
colleges in Tennessee. At the time of data collection there were 160 full-time faculty at
community college A and 168 full-time faculty at community college B for a total population of
328 full-time faculty. The convenience sample of this target population was obtained by using
the following procedures. The office of Academic Affairs at each institution sent out a
recruitment email to all full-time faculty at the beginning of the Spring 2021 semester requesting
their participation in the study, which included the completion of an online survey in Qualtricsxm.
Included in the email was a brief description of the study and a link to the online survey. The
complete informed consent document was attached to the email. Each community college had a
separate survey that was customized to their campus and division names while all other items
were identical. Participation was optional and anonymous. Participants were able to complete the
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survey independently using any electronic device of their choosing with internet access. A
follow-up email created by the department of Academic Affairs was sent one week after the first
invitation email to remind the faculty to complete the survey. Table 3.1 shows the types of
questions and answer options for each of the demographic and teaching experience variables.
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Table 3.1
Demographic and Past Experience Data
Item
Data Sources
Demographic survey
question

Faculty Characteristics
Full-time or Part-time

Campus

Demographic survey
question

List of home campuses for each
institution*

Teaching subject area

Demographic survey
question

Behavioral/Social Sciences,
Business, Health Programs,
Humanities, Mathematics, Natural
Science, Public Safety, Technical
Education/Technologies*

Years of teaching experience
at community college level

Demographic survey
question

0-4, 5-9, 10-14, 15-19, 20-24, 25-29,
30+

Online teaching experience

Demographic survey
questions

Years/Semesters of online teaching
experience

FL experience

Demographic survey
questions

Years/Semesters of study of FL
followed by which FL was studied
and course delivery format

Age

Demographic survey
question

20-24, 25-29, 30-34, 35-39, 40-44,
45-49, 50-54, 55-59, 60-64, 65-69,
70+, prefer not to answer

Gender

Demographic survey
question

Male, Female, Other, Prefer not to
answer

Ethnicity

Demographic survey
question

Hispanic, Caucasian, African
American, Asian-American, Native
American, Pacific Islander, prefer
not to answer

Place of origin/region

Demographic survey
question

U.S. (regions), Outside of U.S.
(Canada, Europe, Africa, Asia, Latin
America)

Full-time faculty status

*Exact wording varied according to specifics of each community college.
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The convenience sample of full-time faculty consisted of 110 faculty who submitted a
survey, for a volunteer rate of 34%. Of these 110, eight did not complete the survey and one was
a part-time faculty member, leaving 101 full-time faculty who had completed a survey (n = 101).
This sample size is sufficient for a hierarchical multiple regression using the formula
N > 50 + 8m where m = number of independent (predictor) variables (Pallant, 2020). In this
study, there are three predictor variables for N > 74.
The faculty represented all four ranks: instructor (n = 17, 16.8%), assistant professor
(n = 26, 25.7%), associate professor (n = 39, 38.6%), and professor (n = 19, 18.8%). A majority
of the participants, 67, identified as female (66.3%) and 34 identified as male (33.7%). Reported
ages ranged from the category of 30–34 years of age to over 70 years of age, with the largest
group (n = 23, 76%) reporting that they were 45–49 years of age. The majority of participants
identified their ethnicity as Caucasian (n = 98, 97%), with the others identifying as Hispanic
(n = 2, 2%) and Asian/Pacific Islander (n = 1, 1%). No other ethnicities were indicated. These
findings reflect those reported by the National Center for Education Statistics (n.d.) noting that a
majority of faculty in higher education, 75%, are white (Caucasian). East Tennessee was
identified as the place of origin/region for 54.5% (n = 54) of the participants. Other places of
origin/region selected were Central Tennessee (n = 2, 2%), West Tennessee (n = 3, 3%),
Southeast United States (n = 10, 10%), Northeast United States (n = 7, 7%), North-central United
States (n = 6, 6%), South-central United States (n = 6, 6%), Northwestern United States (n = 2,
2%), Southwestern United States (n = 5, 5%), South America (n = 1, 1%), Asia (n = 1, 1%), and
other (n = 3, 3%).
Each division was represented among the full-time faculty responding to the survey:
Behavioral/Social Sciences (n = 10, 9.9%), Business (n = 5, 5%), Health Programs (n = 15,
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14.9%), Humanities (n = 36, 35.6%), Mathematics (n = 11, 11%), Natural Science (n = 17, 17%),
Public Safety (n = 2, 2%), and Technical Education/Technologies (n = 5, 5%). Participants’
years of teaching experience ranged from 0–4 years of experience at a community college
(n = 10, 10%) to more than 30 years of experience (n = 4, 4%), with the largest group reporting
10–14 years of experience (n = 26, 26%). Of the 101 participants, 75.2% (n = 76) reported taking
an online course in the past. Overall, 87.1% (n = 88) responded that they have taught an
asynchronous online course in the past, but 18.8% (n = 19) indicated that this was due to the
changes experienced at the institutions due to the COVID-19 pandemic. When asked if they have
created an asynchronous online course, 66.3% (n = 67) reported that they have created one prior
to the COVID-19 pandemic. When asked about their experience with FL courses, 79.2%
(n = 80) responded that they have studied a FL in the past with all of the respondents reporting
that they have taken FL in a traditional format and 20.8% have also taken it in an online format
(n = 21). Only 5% (n = 5) of the participants have taught a FL course (n = 2, 2% online;
n = 98, 98% traditional). See Table 4.1 in Chapter 4 for full demographic details.
Setting
This study took place in Tennessee within two community colleges that are part of the
Tennessee Board of Regents (TBR) governing system. The community colleges in Tennessee
were chosen because I reside and work in this region and have contacts at the institutions.
Community college A covers a 10-county service area in Tennessee. According to the Tennessee
Board of Regents website (n.d.), this institution stands out because it has earned national
recognition as one of the top 10 community colleges in the nation for its use of technology and is
an Apple Distinguished School. There are four campuses, one main campus and three satellite
campuses in strategic locations throughout the service area.
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Community college B is also located in Tennessee and is a part of TBR, giving the two
institutions similar governance, majors offered, and course identification numbers. Even though
site B covers a smaller number of counties (five), the two community colleges have a similar
demographic makeup of students, enrollment numbers, and graduation rates (Tennessee Board of
Regents, n.d.). Community college B has five campuses, one main campus and four satellite
campuses located in strategic locations throughout the service area.
Instrumentation
This study focused on RAAʼs five main constructs: attitude toward behavior, PSN, PBC,
actual control, and BI (Fishbein & Ajzen, 2015). Demographic and experience variables were
also of concern. There is no standard instrument to measure the constructs of RAA, so the
guidance provided by Fishbein and Ajzen (2015) as well as surveys used in other RAA studies
on intentions (e.g., to get a tattoo by Hill, 2011, and college students’ intentions to support a
grieving peer by Tedrick Parikh, 2014) were used to design the Intention to Advise Students
Scale. This instrument assessed community college faculty members’ (1) attitudes toward online,
FL, and online FL courses, (2) beliefs about PSN, (3) PBC in regard to advising students to take
online FL courses, (4) actual control, control item, that faculty have in regard to advising
students to take online FL courses, and (5) faculty BI to advise their students to take an online
FL course. The scale also included demographic and experience questions.
The initial version of the survey consisted of 48 questions and began with a filter
question asking if the participant was a full-time faculty member. This was followed by 23
multiple-choice and written-response questions for demographic, experience, and actual control
items and 20 for the predictor variables. Four items were created to collect descriptive
information about participant rank, campus, and division and four multiple-choice items
collected demographic information such as age range, gender, ethnicity, and place of
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origin/region. Six items asked about experience including years of teaching experience in a
variety of formats, experience with taking online courses, and FL experience. Participants were
then asked four questions for actual control concerning their access to training, skills, and
equipment for advising.
Following Fishbein and Ajzen’s (2015) guidelines, I created three to five items for each
construct: attitudes, PSN, and PBC. Each item was positively worded and used a seven-point
Likert-type scale response (1 = strongly agree, 7 = strongly disagree) (Fishbein & Ajzen, 2015;
Gall et al., 2015). According to Fishbein and Ajzen (2015), RAA surveys using Likert-type
scales are valid for determining BIs. Items for the three predictor variables consisted of
statements such as, “Online courses are as effective as face-to-face courses.”
Four case-study scenarios for different advising situations at the community college level
were created to assess BI, including typical advising situations with students of differing ages,
technological abilities, and scheduling needs. After reading each scenario, participants were then
asked to indicate, using a seven-point Likert-type scale ranging from extremely likely (1) to
extremely unlikely (7), how likely they were to advise the student to take an online FL course.
The fifth question in this section used the same scale as the scenarios and asked how likely they
were to advise a student to take an online FL course if it was an option for their schedule without
adding additional information.
After the initial RAA instrument was developed, a panel of three experts was asked to
evaluate the instrument for face and content validity (Warner, 2013). Each panel member had a
terminal degree in their field (Law, Human Ecology, and Education), a minimum of 10 years of
extensive advising experience in higher education, experience in research and data collection in
education, multiple publications, and experience training and/or supervising faculty in advising.
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All three reviewers had experience advising students about taking online and FL courses. At the
time of the study, one reviewer was an administrator overseeing student advising and training
faculty for advising. The second reviewer was a former administrator, now professor,
specializing in advising and counseling students, as well as helping faculty with advising
questions and problems. The third reviewer was a professor of education and former FL
instructor, responsible for advising students and training future faculty on advising.
An email was sent to the panel members asking them to evaluate the instrument. They
received a copy of the survey, along with descriptions of the constructs the survey was to
measure and a rubric for evaluating each item for readability, content validity, face validity,
clarity, and conciseness (Warner, 2008). The panel members were asked to rate each item on a
five-point scale (1 = very poor, 5 = very good), explain their responses that rated lower than five,
and provide suggestions for question revisions. The rubrics, with comments, were then emailed
back to me.
Each itemʼs mean score was calculated (Gall et al., 2015). The mean scores ranged from
3.0 to 5.0 on a Likert-type scale (1 = very poor to 5 = very good). All items receiving a score of
4.5 or higher were considered well-worded questions that measured constructs at face value.
Analysis of the rubrics resulted in adding one open-ended question to the survey to allow
participants to provide additional information. One of the concerns addressed by a reviewer was
the use of “foreign language” instead of the currently-preferred phrase, “world language.” The
phrase “foreign language” was not changed because both institutions in this study used that term
instead of “world language.” Two reviewers expressed concern over vague language such as
“effective,” “important,” and “necessary.” Following Fishbein and Ajzen’s (2015) design
guidelines for RAA surveys and surveys from past RAA studies (Hill, 2011; Tedrick Parikh,
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2014), these questions were not changed. Feedback also resulted in minor changes to wording for
clarification as well as spelling and grammar corrections.
Given that this survey took place during the COVID-19 pandemic, which could have
influenced perceptions about online learning, questions were added to address perceptions preand current-COVID. Each question about attitude, PSN, and PBC had both a pre- and currentCOVID-19 scale, resulting in the addition of 18 items to the original survey. The currentCOVID-19 questions addressed perceptions after faculty were forced to switch suddenly to an
online format for the completion of the Spring 2020 term, with the majority of courses still
offered in an online format (synchronous and asynchronous) at the time of this study in Spring
2021. An open-ended question was added to the survey asking participants how their perceptions
might have changed due to the instructional modifications required by campus closures.
Participants were also instructed to answer the final scenario questions based on a “normal”
semester, not one affected by the pandemic.
The final version of the Intention to Advise Students Scale had a total of 68 questions. No
questions were added to the filter section (1) or the demographic section (8). One question was
added to the section on past experience to control for the transition to online instruction caused
by the COVID-19 pandemic, giving a total of 12 questions for past experience. The number of
questions doubled in the sections related to attitude toward online courses current-COVID-19
(4), online courses – current (4), online FL courses current-COVID-19 (4), online FL courses –
current (4), current-COVID-19 PSN (4), current PSN (4), PBC current-COVID-19 (5), and
current PBC (5) to determine if there was a significant difference between pre- and currentCOVID-19 responses. The sections addressing attitudes toward FL courses (3), actual control
(4), and BI (5) were not changed beyond wording in the instructions to the participants. Each
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item of the sections on attitudes, PSN, PBC, and BI was answered using a Likert-type scale
ranging from 1 (strongly agree/likely) to 7 (strongly disagree/unlikely). Since the number of
items differed per subscale, items in each subscale were averaged for a subscale score ranging
from 1 (strongly agree/likely) to 7 (strongly disagree/unlikely). The final, open-ended question
was added to give participants the opportunity to express if/how their perceptions had changed
due to the COVID-19 pandemic giving them more experience with online courses. See Appendix
A for the entire instrument.
After data collection, Cronbach’s alpha coefficients were calculated for each subscale and
the scale as a whole to assess reliability (Table 3.2). All subscales had a Cronbach’s alpha
coefficient of greater than .70, showing that the subscales, as well as the scale as a whole were
reliable.
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Table 3.2
Reliability Statistics for Intention to Advise Students Scale
Criterion or Variable
M

SD

Cronbach’s
Alpha

n of
Items

Current attitudes toward online courses

3.19

1.46

.90

4

Attitudes toward online courses pre COVID-19

3.35

1.64

.94

4

Current attitudes toward FL courses

2.24

1.21

.95

3

Current attitudes toward online FL courses

3.59

1.34

.94

4

Attitudes toward online courses pre COVID-19

3.64

1.45

.95

4

Current PSN

4.52

1.34

.94

4

PSN pre COVID-19

4.68

1.27

.95

4

Current PBC

4.00

1.27

.85

5

PBC pre COVID-19

4.15

1.33

.87

5

Behavioral intention

3.28

1.32

.84

5

Note. n =101
The behavioral intention of the participants was used to address RQ1 to determine the
likelihood that community college faculty would recommend an online FL course to a student.
The combination of BI with demographics, past experience, actual control, attitudes, PSN, and
PBC are addressed in RQ2 and its sub-questions. According to Fishbein and Ajzen (2015), each
of these predictor or control variables could have an effect on BI. (See Table 3.3 for definitions
and items of each construct.) Because there are a different number of items for each of the
constructs, the average total score of items for each construct (BI, attitude, PSN, PBC, and actual
control) was used.
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Table 3.3
Research Question and Data Alignment
RQ1: What is the likelihood that community college faculty will recommend an online foreign
language course to an advisee?
Criterion/Variable
Definition

How will it be
Question
measured?
number
Faculty’s subjective probability 4 researcher-created
63–67
Behavioral
Intention/Recommendation of advising a student/advisee to scenarios and 1
take an online FL course
question
(criterion)
RQ2: How, if at all, do attitudes, PSN, PBC, and actual control predict the likelihood that
community college faculty will recommend an online foreign language course to an advisee
while controlling for demographic and experience control variables?
Criterion/Variable
Definition

How will it be
measured?

Question
number

Behavioral
See above
intention/Recommendation
(criterion)
Actual control (control)

Faculty skill, resources, and
prerequisite information access
(e.g., training), and other
community college
environmental factors

4 questions asking
if they have the
equipment and
ability to advise
students

22–25

Demographic and
experience variables
(control)

Faculty rank, division/subject
area, age, gender, ethnicity,
origin/region, experience, past
advising behavior

20 questions,
including secondary
questions

2–21

Faculty attitude (predictor)

Degree of favorableness or
unfavorableness faculty
members have toward online,
FL, and online FL courses

19 questions

26–44
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Table 3.3 (continued).
Criterion/Variable
Definition

How will it be
measured?

Question
number

Perceived social norm
(predictor)

Faculty perception of “what is
acceptable or permissible
behavior” (Fishbein & Ajzen,
2015) as seen by supervisors,
colleagues, students/advisees,
and other professionals in their
discipline

8 questions

45–52

Perceived behavioral
control
(predictor)

Faculty ability and confidence
to advise students, as well as
the freedom that the faculty
member has to advise

10 questions

53–62

Procedures
IRB approval was obtained from both of the community colleges and the University of
Memphis. I composed an email requesting voluntary participation in the study and the Academic
Affairs office of each community college sent it to their full-time faculty. The email described
the studyʼs purpose and contained a link to the survey located in QualtricsXM as well as a
complete copy of the informed consent letter. The survey began with an abbreviated informed
consent and a reminder that they could only take the survey one time, and then prompted the
faculty to take the survey. A follow-up email was sent to the faculty one week after the first
email reminding faculty to take the survey if they had not already done so. Once participants
completed the survey, an auto-generated thank you email was sent to each participant thanking
them for their participation.
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After completing the Intention to Advise Students Scale, participants were directed to a
secondary survey. This survey gave participants the opportunity to participate in a drawing for
four $25 gift cards. They were also asked if they would be interested in participating in a future
interview on the topic of online FL courses. These questions were optional and separate from the
study survey so as not to jeopardize the anonymity and security of the data collected.
Analyses
The data was analyzed using IBM® SPSS® Statistics 26 software. Descriptive statistics
were calculated for all survey items not requiring an open-ended response. The BI section of
questions was analyzed using descriptive statistics to answer RQ 1. An average total mean of the
BI subscale was calculated for use in further analysis. The descriptive statistics for demographics
and past experiences were analyzed and put into a hierarchical multiple regression with the total
mean of BI to answer RQs 2a and 2b. Additionally, paired-samples t-tests were conducted on
scales that consisted of pre- and current-COVID-19 questions to determine if faculty perceptions
were significantly different between these two time periods (Pallant, 2020). An average total
mean of the each of the subscales for attitudes (online, FL, and online FL), PSN, and PBC was
calculated and used in a hierarchical multiple regression with the total mean BI to answer RQs
2c, 2d, and 2e. Last, an average total mean of actual control was calculated to analyze its
association with BI.
In addition to the quantitative analysis, the responses to the one open-ended question on
the survey were analyzed using a qualitative thematic analysis (Savin-Baden & Howell Major,
2013). Data was coded in two stages – searching for themes and defining themes. Descriptive
statistics were then calculated to report the frequency of identified themes and quotations were
selected that supported quantitative data.
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Finally, a hierarchical multiple regression analysis model was run to answer the research
questions and to determine the association between the BI of advising a student to take an online
FL course and current faculty’s attitudes, current PSN, and current PBC, while controlling for
the influence of demographics, past experiences, and actual control. Hierarchical multiple
regression (Warner, 2008) allowed me to examine how the control and the predictor variables
were associated with the criterion variable. Five models were used in this hierarchical multiple
regression (see Figure 3). A final model was added to assess the association of actual control.

Control Variables
(Block 1)
Demographics

Control Variables
(Block 2)
Past Experience
Attitudes
(Block 3)

Behavioral Intention

Perceived Social Norm
(Block 4)

Perceived Behavioral
Control
(Block 5)

Figure 3
Hierarchical Multiple Regression
The statistics and effect size for each model and model change are reported as well as the
statistics and effect size for the model as a whole. The first model examined all of the control
demographic variables in relation to the criterion of BI. The second model examined the results
of model one with the addition of the control variable of past experience. The third model
examined the results of the combination of model two with the addition of the predictor variable
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of attitude. Model four examined the results of the combination of model two with the addition
of the predictor variable of PSN. Model five examined the results of the combination of model
three with the addition of the predictor variable of PBC. According to Fishbein and Ajzen
(2015), a systematic comparison of hierarchical multiple regression weights determined by each
model informs the strength of each predictor variable. Because there were multiple models, a
Bonferroni correction was needed (Creswell & Guetterman, 2019; Pallant, 2020). Thus, to
determine if each model was significant, the p-value needed to be below .05/5 = .01. As
demonstrated by Cohen’s (1988) classification, adjusted R2 was used to interpret the effect size
for the sample population because it adjusts for the positive bias associated with R2 providing a
value that could be expected with the population. Prior to conducting this analysis, assumption
testing was completed and is described in Chapter 4.
This cross-sectional descriptive survey and predictive correlation design (Creswell &
Creswell, 2018) examined the predictive correlational relationship between faculty factors and
advising behaviors while controlling for demographic variables, past experience, and actual
control. This was done to examine how the control variables were related to the predictor
variables as well as the strength of the relationship between the predictor variables and the
criterion. This approach helped me determine the fit of RAA in looking at how the strength of BI
is associated with the predictor variables.
Limitations
One of the limitations of this study was the voluntary nature of the participants. The
validity of behavioral self-report surveys can be questioned, especially if the behavior in question
is socially (un)desirable (Fishbein & Ajzen, 2015). This was not a major concern since advising
behaviors typically do not have a social stigma attached to them, but perceived social norm was
used as a means of control for this threat to validity.
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Another limitation was sample size. This survey was sent to approximately 328
participants, but only 33.5% of them submitted it (n = 110) and of these responses, eight were
not complete and one indicated that s/he was not a full-time employee. These were removed
from the data leaving a completed response rate of just under 31% (n = 101). Thus, only a
limited sample of the entire accessible population was taken. It is possible that faculty members
who do not like using technology did not complete the survey due to its online format, therefore
skewing the data. Others may not have completed the survey given the length of the survey or
due to time constraints.
Since this survey used a sample from a region in Tennessee, the predictions may not be
the same as other areas. Future study should be done in other regions to compare the results.
Further studies also could expand this study beyond the scope of community colleges into the
level of four-year institutions, both public and private.
Summary
This chapter explained the methods used in this predictive correlational study of using
attitudes, PSN, and PBC of full-time faculty in two community colleges in Tennessee to predict
the correlation between those variables and the BI to recommend their advisees to take an online
FL course. The next chapter presents the results that were obtained by these methods.
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CHAPTER FOUR: RESULTS
This study examined the likelihood that community college faculty would recommend an
online foreign language (FL) course to an advisee/student. This study also explored the
predictive correlation between demographic information, past experiences, attitudes, perceived
social norm (PSN), perceived behavioral control (PBC), and actual control reported by the
participants in relation to the behavioral intention (BI) of advising following the reasoned action
approach (RAA).
Descriptive Data – Demographics and Past Experience
According to Fishbein and Ajzen (2015), background factors, including demographics,
may have an effect on BIs. Thus, demographic variables including age, gender, ethnicity, and
place of origin/region, were included to determine if there was a correlation between these
variables and the predictor variables. Table 4.1 includes the descriptive statistics for the
demographic variables; it also outlines how each nominal variable was dummy coded. Little
variation was found in ethnicity; thus, it was excluded from the multiple hierarchical regression
analysis. Only the items that received at least one response are included in Table 4.1.
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Table 4.1
Demographic Control Variable Data Used in Data Analysis
Demographic Item
Age

Responses

n

%

30–34
35–39
40–44
45–49
50–54
55–59
60–64
65–69
70+
Prefer not to answer

9
9
11
24
19
11
7
4
3
4

8.91
8.91
10.89
23.76
18.81
10.89
6.93
3.96
2.97
3.96

101

100.00

34
67

33.7
66.3

101

100.00

1
98
2

.99
97.03
1.98

Total

101

100.00

East Tennessee(1)
Central Tennessee (1)
West Tennessee (1)
Southeast U.S. (0)
Northeast U.S. (0)
North-central U.S. (0)
South-central U.S. (0)
Northwestern U.S. (0)
Southwestern U.S. (0)
South America (0)
Asia (0)
Other (0)
Total

55
2
3
10
7
6
6
2
5
1
1
3
101

54.46
1.98
2.97
9.90
6.93
5.94
5.94
1.98
4.95
.99
.99
2.97
100.00

Total
Gender

Male (0)
Female (1)
Total

Ethnicity*

Place of
origin/region

Asian/Pacific Islander
Caucasian
Hispanic

Note. Ethnicity was excluded from the multiple hierarchical regression due to lack of variation.
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Background factors can also include past experiences and professional information (see
Table 4.2). Past experiences include faculty division/subject area, years of teaching experience,
experience in teaching or creating an online course, and taking a FL course or an online course.
Table 4.2 includes the descriptive statistics for the past experience variables; it also outlines how
each nominal variable was coded. Items not receiving a response are not listed in the table.
Table 4.2
Past Experiences and Professional Information
Past Experience Item

Responses

n

%

Division/Subject Teaching Area*

Behavioral/Social Sciences
Business
Health Programs
Humanities
Mathematics
Natural Science
Public Safety
Tech. Ed./Technologies

10
5
15
36
11
17
2
5

10
5
15
36
11
17
2
5

Years of Community College
Teaching Experience

0-4
5-9
10-14
15-19
20-24
25-29
30+

10
20
26
12
19
10
4

10
20
26
12
19
10
4

Experience Teaching an Online
Course

Yes (1)
No (0)

88
13

87.1
12.9

Experience Creating an Online
Course

Yes (1)
No (0)

67
34

66.3
33.7

Took a Foreign Language Course

Yes (1)
No (0)

80
21

79.2
20.8

Took an Online Course

Yes (1)
No (0)

76
25

75.2
24.8

Note. *Each division was added to the model for the multiple hierarchical regression analysis.
The variable entered was coded as 1 and the remaining divisions as 0.
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Actual control, faculty member skill, resources, prerequisite information access (e.g.,
training), and other community college environmental factors can have an effect on BIs
(Fishbein & Ajzen, 2015). Originally, actual control was measured using four items (Table 4.3).
Cronbach’s alpha coefficient was calculated for this four-item scale and was below the
acceptable cutoff, with a coefficient of .69 (Pallant, 2020). Upon examination of the data,
removal of item 1, “I have received training in advising students about taking online foreign
language courses,” improved the coefficient to an acceptable .79. Therefore, three items were
used to measure this construct and were averaged to create a total calculated actual control score.
Table 4.3
Descriptive Statistics for Actual Control (AC) Scale
Item
M
1.93
1.53
1.31
1.65
1.50

AC 1
AC 2
AC 3
AC 4
Total

SD
.26
.50
.46
.48
.40

Note. n = 101
When actual control was added as a control variable to the hierarchical multiple
regression, it was found to not be statistically significant (sr = .08, p = .290). The addition of
actual control explained less than 1% of the variance in BI.
Predictor and Criterion Variables
Descriptive statistics for each subscale of the Intention to Advise Students Scale (e.g.,
criterion and predictor variables) are reported in Table 4.4 along with the total calculated score
for each subscale. Scales used in the hierarchical multiple regression were all measured current
COVID-19 and faculty were asked to consider perceptions post transition to online learning after
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COVID-19. However, both the pre- and current-COVID-19 data are presented in Table 4.4. The
criterion of behavioral intention (BI), faculty’s subjective probability of advising a student to
take an online FL course, is also reported in Table 4.4
Table 4.4
Descriptive Statistics for Criterion and Predictor Variables
Criterion
Item
Behavioral Intention

Pre COVID
M
SD
-

Current
M
SD
2.80 1.81
2.14 1.51
3.87 1.75
4.18 1.78
3.40 1.61
3.28 1.32

1
2
3
4
Total

3.95
2.89
3.50
3.07
3.35

1.88
1.55
2.01
1.68
1.64

3.92
2.62
3.39
2.83
3.19

1.77
1.27
1.98
1.53
1.46

1
2
3
Total

-

-

2.50
2.20
2.02
2.24

1.44
1.26
1.10
1.21

1
2
3
4
Total

3.95
3.51
3.67
3.42
3.64

1.60
1.51
1.58
1.50
1.45

3.84
3.39
3.71
3.42
3.59

1.48
1.33
1.53
1.46
1.34

1
2
3
4
5
Total

Predictor
Variable
Attitude Toward Online
Courses

Attitude Toward Foreign
Language Courses

Attitude Toward Online
Foreign Language Courses
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Table 4.4 (continued).
Criterion
Item
PSN

1
2
3
4
Total

Pre COVID
M
SD
4.60
1.43
4.70
1.35
4.71
1.33
4.68
1.33
4.68
1.27

PBC

1
2
3
4
5
Total

4.34
3.62
3.98
4.36
4.47
4.15

1.65
1.56
1.63
1.67
1.68
1.34

Current
M
SD
4.42
1.51
4.48
1.44
4.60
1.45
4.58
1.38
4.52
1.34
4.37
3.36
3.61
4.28
4.40
4.00

1.68
1.48
1.55
1.70
1.70
1.28

Note. n = 101.
- Data not collected.
The mean scores for the BI subscale ranged from 2.14 to 4.18 (Table 4.4) with a total
calculated score of M = 3.28 indicating that faculty are moderately likely to advise a student to
take an online FL course. The variety of mean scores demonstrates the variation that can occur
when different advising situations occur.
The predictor variable of attitude, the degree of favorableness community college faculty
have toward the attitude items, was measured in three different categories. Current attitudes
toward online courses were moderately positive and ranged from 2.62 to 3.92. Attitudes toward
FL courses were positive with means ranging from 2.02 to 2.50. Current attitudes toward online
FL courses were moderately positive with means ranging from 3.39 to 3.84. (See Table 4.4.)
For the predictor variable of PSN, faculty’s perception of acceptable behavior, all of the
items have mean scores on the negative side of the scale (>4). This indicates that faculty
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moderately disagree that the people around them expect them to advise students to take an online
FL course. (See Table 4.4.)
The last predictor variable was PBC, faculty’s ability, confidence, and freedom to advise
students. In this case, the mean scores for PBC range from 3.36 to 4.40 indicating that faculty
moderately agree or disagree that they have the ability, confidence, and freedom to advise
students. (See Table 4.4.)
Due to the COVID-19 pandemic and its effect on online course offerings at the
community colleges in the state of Tennessee, faculty were asked to consider perceptions,
including attitude, PSN, and PBC on several subscales, from before and after the resulting
transition to online learning. Paired-samples t-tests were run to evaluate the impact of the effects
of the COVID-19 pandemic on faculty attitudes, PSN, and PBC.
There was a statistically significant positive increase in the scores (p < .05) of faculty
attitudes toward online courses, PSN, and PBC (see Table 4.5). However, effect size (Cohen’s d
= .10, .12, and .12) indicated these increases were small in faculty attitudes toward online FL
courses, reflected in a mean increase of .05, and did not significantly change from before
COVID-19 as compared to current COVID-19 (Table 4.5). Cohen’s d interpretation that was
used is .2 = small effect, .5 = moderate effect, and .8 = large effect (Cohen, 1988; Pallant, 2020).
This shows that there was an improvement, albeit small, on faculty attitudes toward online
courses, PSN, and PBC after the transition to online instruction caused by the COVID-19
pandemic. However, faculty attitudes toward online FL courses did not have a significant change
due the COVID-19 pandemic. The decisions was made to use the current scales for each of these
variables in further data calculations because they reflect current attitudes.
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Table 4.5
Significance of Difference in Attitudes, PSN, and PBC due to effects of COVID-19 Pandemic
Variable
Attitude toward online courses
Attitude toward online FL courses
PSN
PBC

95%
.05
-.03
.05
.05

CI
.27
.12
.26
.25

t
2.83
1.31
2.90
3.00

p
.006*
.194
.005*
.003*

Cohen’s d
.10
.04
.12
.12

Note. Scores range from strongly agree (1) to strongly disagree (7).
*p ≤ .05
Once it was determined to use the responses to the current scales, total scales were
computed for the dependent variable (BI) and each of the predictor variables (attitudes toward
online courses, attitudes toward FL courses, attitudes toward online FL courses, PSN, and PBC).
A total score for actual control was also computed. The scores from each category were averaged
to create the total scale that was used in the following calculations (Table 4.4).
Correlations
The results of the correlation analyses (i.e., Pearson’s r, point-biserial correlation,
Spearman ρ) demonstrated that a significant association existed between each predictor or
control variable and the criterion variable (see Table 4.6). While most of the bivariate correlation
coefficients between the predictor variables were significant, the majority had small effect sizes
based on Cohen’s (1992) conventions, indicating that multicollinearity was not a problem.
The relationships between BI and the control and predictor variables were investigated
using a point-biserial correlation, Pearson’s r, and Spearman ρ. Preliminary analyses were
performed to ensure no violation of the assumptions of normality and linearity. The strength of
the correlation was interpreted as small (r = .10 to .29), medium (r = .30 to .49), or large
(r = .50 to 1.00) (Cohen, 1988; Pallant, 2020). All of the items had n = 101 and those with a
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p ≤ .001 are indicated (**). There was no or almost no correlation between BI and region
(r = -.01), the divisions of Behavioral/Social Sciences (r = .00), Business (r = .06), Public Safety
(r = -.05), and past experience teaching an asynchronous course (r = .00). There was a small
negative correlation between BI and age (r = -.22), the divisions of Health (r = -.14), Humanities
(r = -.11), years of teaching experience (r = -.18), past creation of an asynchronous course
(r = -.11), and having taken a FL course (r = -.10). There was a small positive correlation
between BI and gender (r = .16), the divisions of Mathematics (r = .11), Natural Science
(r = .11), Technology (r = .10), taken an online course (r = .28**), current attitude toward FL
courses (r = .26**), and current PSN (r = .14). There was a medium positive correlation between
BI and current PBC (r = .33**) and actual control (r = .34**). Lastly, there was a large positive
correlation between BI and current attitude toward online courses (r = .52**) and current attitude
toward online FL courses (r = .61**).
Looking deeper into the correlations, several questions had significant correlations with
each other (see Table 4.6). Of specific interest was a large significant correlation between age
and years of teaching experience (r = .54**), as could be expected. There was also a large
significant correlation between total current attitude toward online courses and total current
attitude toward online FL courses (r = .78**). Lastly, there was a large significant correlation
between total actual control and total current PBC (r = .66**).
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Note. 1:Total BI; 2:Age; 3:Gender; 4:Region; 5:Behavioral/Social Science; 6:Business; 7:Health; 8:Humanities; 9:Mathematics; 10:Science; 11:Public
Safety; 12:Technologies; 13:Years of experience; 14:Taught online; 15:Created online course; 16:Took FL course; 17:Took online course; 18:Online course
attitude; 19:FL course attitude; 20:Online FL course attitude; 21:PSN; 22:PBC; 23:Actual control.
*Correlation is significant at the 0.05 level (2-tailed).
**Correlation is significant at the 0.01 level (2-tailed).

Correlations

Table 4.6

Findings
Research Question One
RQ 1 was, “What is the likelihood that community college faculty will recommend an
online FL course to an advisee?” Descriptive statistics were used to examine the responses given
to the five survey questions used to measure BI. A reliability scale was run on the BI subscale
and found that there was good internal consistency, with a Cronbach’s alpha coefficient of .84.
The mean score for the BI subscale (M = 3.28, SD = 1.32) indicated that faculty are moderately
likely to advise their students to take an online FL course .
One open-ended survey question provided in-depth, supplemental information to the
quantitative data. Responses provided insight about how faculty attitudes, PBC, and PSN have
changed due to the pandemic. The question asked, “If your attitude toward online courses, FL
courses, or online FL courses has changed positively or negatively due to the COVID-19
pandemic, please give three reasons why.” The responses were used to help answer RQ 1.
Of the 101 participants, 39 gave responses to this open-ended question. Results are
discussed and shown in the Table 4.7 according to themes that emerged and the frequency of
their occurrence. Fifteen indicated that this was not applicable or that their opinion had not
changed. Thirteen of the responses indicated that their attitude toward online courses had
improved. For example, “The pandemic has changed my opinion of online instruction
positively.” Five indicated that their attitude was more negative or remained negative. For
example, “I have never taken an online course and can’t imagine myself opting to take one if an
in-person class is a reasonable option.”
In coding the responses, several themes emerged in four categories relating to students,
faculty, course design/technology, and FL. Among the themes relating to students, the most
common was improvement to student schedules by giving them more options, convenience, and
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accessibility to courses (n = 9). Student motivation was also mentioned as a factor (n = 4) – “A
given student’s attitude about a given subject predicts their engagement and success” and “More
students than ever have demonstrated that they can succeed in online courses.” Participants also
mentioned that students seemed to be more competent with the technology (n = 3) and that
students could experience lower costs (e.g., gas) in taking online courses (n = 2). Two
participants did express concern about the stress that online courses can cause students, “When
students are forced to take an online course, they feel stressed.”
This stress was also mentioned for faculty with one participant expressing concern for
faculty workload, “It creates unnecessary work for the instructor because the students require
more attention and supervision.” While some indicated that faculty now have more experience
with online courses (n = 4), others had mixed feelings about faculty training in online teaching (n
= 2). Two indicated that the instructor of the course was an important factor in their attitude
toward specific online courses – “Educators are the heart of the education system, and without a
strong faculty member’s design and direction, an online course will only go so far.”
In looking at the responses related to course design/technology, the most frequent
comment was improvement to technology (n = 5). “New technologies have improved the ability
of professors to deliver higher quality instruction online.” Course design was listed as a concern
in online courses (n = 3) as well as retention (n = 1) – “Online courses do not anchor the student
in the course.” One participant expressed concern about the rigor of the courses – “The classes
seem less rigorous.”
Like the other categories, comments specifically directed toward online FL courses (n =
8) were mixed. Speaking and listening seemed to be of specific concern – “…whether the
instructor would teach with the elocution and pronunciation necessary to master a foreign
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language in an online format,” and “the oral component of a foreign language class would be
more difficult to pull off in an online setting.” For major fields of study that do not allow much
time to include a FL, one faculty member commented, “An online foreign language class is an
excellent option,” to allow students time for extras that might not fit in their schedule.
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Table 4.7
Coding of Open-Ended Response Question
Category
Code

n

N/A or not changed
Positive change
Negative change
Type of change not
indicated
Total responses

15
13
5

Lower costs
Competence with
technology
Student schedules
Student motivation
Student stress
Student success

2

Recommend
Impact on instructors
Instructor of course
Training
More experience
Communication with
students
Understanding of student
desire to take online
Increased workload

1
3
2
2
4

Improvements to technology
Synchronous vs
asynchronous
Course design
Online versus face-to-face
Less rigor

5

Support online FL
Importance of FL study
Oral communication

1
1
1

Campus safety
Retention

1
1

Change in attitude

6
39

Student
3
9
4
2
1

Faculty

1
1
1

Course design/Technology
1
3
2
1

Foreign language courses

Other
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Research Question Two: Hierarchical Multiple Regression Analysis
Assumption testing was completed prior to conducting the hierarchical multiple
regression. As stated in Chapter 3, sample size was within the acceptable range for a hierarchical
multiple regression with three predictor (independent) variables (n > 50 + 8m) (Pallant, 2020).
The highest correlation among items were two items in the attitude section (r = .78), attitude
toward online courses and attitude toward online FL courses, but below the suggested cut-off for
concern (r = .90) for multicollinearity (Pallant, 2020). Data was checked for singularity, outliers,
and normality.
There was independence of residuals, as assessed by a Durbin-Watson statistic. The value
of 1.67 indicates the assumption of independence of observations is tenable as the value is close
to 2. Inspection of the scatterplots of studentized residuals against the (unstandardized) predicted
values and partial regression plots demonstrates no violation of the assumption of linearity (see
Appendix B). Inspection of the scatterplot of the studentized residuals against the
(unstandardized) predicted values also demonstrates no gross violations of the assumption of
homoscedasticity (see Appendix B).The assumption of multicollinearity is not violated as
tolerance values are greater than 0.1 (the lowest is .311) and VIF values are less than 10 (highest
is 3.18). An examination of case-wise diagnostics did not indicate extreme outliers. An
evaluation of Cook’s distance, another analysis to identify extreme outliers, indicated that no
case had a value that exceeded 1 (Cook & Weisberg, 1982). The hierarchical multiple regression
analysis was conducted with the responses because they represented real responses and no entry
errors. Finally, a P-P Plot demonstrated no gross violations of the assumption of normality (see
Appendix B). No major assumption violations were found, indicating that the hierarchical
multiple regression was an appropriate analysis for the data set.
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A hierarchical multiple regression was run to assess the ability of three predictor
variables (attitude, PSN, PBC) to predict levels of BI (likelihood of advising students to take an
online FL course) after controlling for the influence of the control measures of demographics
(age, gender, place of origin/region), past experience (teaching subject area/division, years of
teaching experience, experience teaching or creating an online course, taken a FL course or an
online course), and actual control (Table 4.8). The demographic control variables were entered at
Block 1.
Model 1
When examining the demographic variables of age, gender, and place of origin/region,
results of the hierarchical multiple regression indicated that the linear combination of these
variables (Model 1) explained 7.8% of the variance, R2 = .08 (adjusted R2 = .05),
F (3, 97) = 2.72, p = .049. Of the demographics in this model, none were individual, significant
contributors in explaining the variance in this BI.
Model 2
When the past experience variables (division, years of teaching experience, experience
teaching or creating an online course, taking a FL course or an online course) were considered in
addition to the demographic variables, the hierarchical multiple regression results demonstrated
that the linear combination of all the variables (Model 2) provided a better predictive model than
the demographic variables alone. The demographic and past experience variables significantly
predicted 20.70% of the variance R2 = .21 (adjusted R2 = .07), F change (15, 85) = 1.48, p = .130.
The addition of past experience variables to the model led to an increase of 13% of the variance,
R2 change of .13, F (12, 85) = 1.16, p = .325. While Model 1 explained 7.8% of the variability in
BI, Model 2 explained 13% of the variance in this criterion variable.
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Model 3
When the predictor variable of attitudes (toward online courses, FL courses, and online
FL courses) was considered in addition to the control variables of demographics and past
experiences, the hierarchical multiple regression results demonstrated that the combination of all
the variables (Model 3) provided a better predictive model than the control variables alone. The
total variance in Model 3 explained by the model as a whole was 50%, F (18, 82) = 4.46,
p < .001. The addition of the predictor variable of attitude to the model also led to a statistically
significant increase, R2 change = .29, F change (3, 82) = 15.52, p < .001. The third model
explained 29% of the variance in BI. Current attitude toward online FL courses made an
individual significant contribution in explaining the variance of this BI, p <.001.
Model 4
The predictor variable of PSN was added into the model at Block 4. The total variance
for the model as a whole in Block 4 was 50%, F (19, 81) = 4.19, p < .001. The addition of PSN
explained 0% of the variance in BI after controlling for demographics, past experience, and
attitudes, R2 change = .00, F change (1, 81) = .19, p = .663. While Model 4 was statistically
significant, the predictor variable of PSN did not make a statistically significant contribution to
this variance explaining an additional change of 0%, p = .663.
Model 5
The last model added the predictor variable of PBC to the previous models. The total
variance for the model as a whole in Block 5 was 50%, F (20, 80) = 3.98, p < .001. The addition
of PBC explained 0% of the variance in BI, R squared change = .00, F change (1, 80) = .52,
p = .473. Once again, while Model 5 was statistically significant, the predictor variable of PBC
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did not make a statistically significant contribution to this variance, explaining an additional
change of 0%, p = .473.
Although Models 3, 4, and 5 were significant, only Model 3 showed a significant change
when attitudes were added. Models 4 and 5, while significant, did not improve model 3 at a
significant level. In the final model (Model 5), only the predictor variable of attitudes toward
online FL courses was individually, statistically significant (See Table 4.8).
Table 4.8
Hierarchical Multiple Regression Analysis Summary Predicting Behavioral Intention (BI) with
Demographic Data, Past Experience, Attitude, PSN, and PBC
Variable
B
Age
Gender
Region
Behavioral/Social Science
Business
Health
Mathematics
Natural Science
Public Safety
Technologies
Years teaching
Taught online
Taken FL
Taken online
Attitude toward online courses
Attitude toward FL
Attitude toward online FL
PSN
PBC
*p < .001

-.03
.06
.06
.20
.54
-.09
.52
.36
-.36
.62
-.16
.24
-.28
-.29
.07
.12
.48
-.06
.07

SE
B
.06
.27
.26
.39
.52
.43
.42
.35
.85
.55
.09
.39
.28
.29
.13
.11
.13
.11
.10
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B
-.06
.02
.02
.05
.09
-.02
.12
.10
-.04
.10
-.19
.06
-.09
-.10
.08
.11
.49
-.06
.07

t
-.53
.20
.22
.52
1.03
-.21
.12
.10
-.42
1.12
-1.73
.61
-1.00
-.98
.55
1.03
3.64
-.58
.72

p
.594
.842
.828
.607
.304
.835
.217
.299
.678
.266
.087
.544
.322
.329
.580
.305
.000*
.564
.473

Zeroorder
-.21
.16
-.01
.00
.06
-.14
.11
.11
-.05
.10
-.18
-.00
-.10
-.28
.52
.26
.61
.14
.33

Part
-.04
.02
.02
.04
.08
-.02
.10
.08
-.03
.09
-.14
.05
-.08
-.08
.04
.08
.29
-.05
.06

Summary
Table 4.9 summarizes these findings. A more detailed summary and discussion of the
results will follow in the next chapter.
Table 4.9
Summary of Findings
Null Hypothesis
Null hypothesis: There is no significant
relationship between community college
faculty attitudes (toward online courses,
foreign language courses, and online foreign
language courses), perceived social norm,
perceived behavioral control, and actual
control and the likelihood that they will
recommend an online foreign language
course to an advisee.

Main Conclusion & Finding
Rejected the Null Hypothesis
The model containing, all of the control and
predictor variables did significantly predict the
BI, R2 = .50 (adjusted R2 = .003), F(20, 80) =
3.98, p < .001.

Null hypothesis a: Demographic variables
have no significant
influence on advising behaviors.

Fail to Reject the Null Hypothesis – Model 1
did not significantly predict the BI, R2 = .08
(adjusted R2 = .05), F(3, 97) = 2.72, p = .049.

Null hypothesis b: The past
experience control variables of teaching and
learning experiences have no significant
influence on advising behaviors.

Fail to Reject the Null Hypothesis – Model 2
did not significantly predict the BI, R2 = .21
(adjusted R2 = .07), F(15, 85) = 1.48, p = .130.

Null hypothesis c: Faculty attitudes have no
significant influence on advising behaviors.

Rejected the Null Hypothesis – Model 3
significantly predicted the BI, R2 = .50
(adjusted R2 = .38), F(18, 82) = 4.46, p < .001.

Null hypothesis d: Perceived social norms
have no significant influence
on advising behaviors.

Fail to Reject the Null Hypothesis – Model 4
did significantly predict the BI, R2 = .50
(adjusted R2 = .38), F(19, 81) = 4.19, p < .001,
but PSN did not have a significant influence
(R2 change = .00).

Null hypothesis e: Perceived behavioral
control has no significant influence on
advising behaviors.

Fail to Reject the Null Hypothesis – Model 5
did significantly predict the BI, R2 = .50
(adjusted R2 = .37), F(20, 80) = 3.98, p < .001,
but PBC did not have a significant influence
(R2 change = .01).

Note. Analyses from HMR
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CHAPTER FIVE: DISCUSSION AND CONCLUSIONS
The total combination of the control variables of demographics, past experiences, and
actual control combined with the predictor variables of attitudes, perceived social norm (PSN),
and perceived behavioral control (PBC) significantly predicted the behavioral intention (BI) of
the likelihood of advising students to take an online foreign language (FL) course. Attitudes,
considered the most important of the three predictor variables, was found to be the most
statistically significant in this study. The only predictor variable to have an individual,
statistically significant influence on the BI was current faculty attitudes toward online FL
courses. The addition of PSN and PBC to the already statistically significant Model 3 showed
that they did not significantly contribute to the model.
Even though PSN and PBC did not have a statistically significant contribution to the BI
in the hierarchical multiple regression, they both had a statistically significant correlation with
faculty attitudes toward online FL courses and FL courses. This correlation is interesting because
the precursor and foundation of RAA, the theory of reasoned action (TRA), indicates that
attitudes can be influenced by PSN and PBC (Fishbein & Ajzen, 1975). Therefore, the
significance of PSN and PBC in this study is not their lack of direct contribution to the BI, but
rather their significant correlation with faculty attitudes and the possibility that they influenced
those attitudes. The main difference between RAA and its precursors of TRA and the theory of
planned behavior (TPB) is the addition of actual control as a control variable. Fishbein and Ajzen
(2015) indicated that actual control can have a direct influence on behavior, which is beyond the
scope of this study, but it can also influence PBC. This study found a large, statistically
significant correlation between actual control and PBC. With the statistically significant
hierarchical multiple regression due to faculty attitudes toward online FL courses, the
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statistically significant correlations between attitudes, PSN, and PBC, as well as the statistically
significant correlation between PBC and actual control findings demonstrate that RAA was the
appropriate theory for this study and that RAA is supported, at least partially, through the
findings.
Several of the findings from previous studies were supported by this study. Like the FL
faculty in the study by Brown et al. (2018), the faculty in this study expressed a concern about
the communicative nature of a FL class and the ability of students to develop needed skills.
Others reported that advances in technology could be used to add a more communicative element
to online courses, similar to studies by Aldosemani et al. (2016) and Kern (2014). Conversely,
faculty attitudes toward online FL courses were found to be slightly positive, unlike the negative
results found by Allen and Seaman (2015) and Brown et al. (2018). Nor did the data reveal a
strong correlation between faculty who took a FL course in the past and their attitude toward
online FL courses, which was found in studies on traditional FL courses (Davis, 2005;
Wilkerson, 2006). Because this study did not focus on what attitudes were held by faculty, nor
on the history of these attitudes, a direct comparison with those studies cannot be made.
However, further study is needed as, through my review of literature, I could not find
other studies examining the predictive correlation between attitudes, perceived social norm
(PSN), and perceived behavioral control (PBC) and the likelihood of faculty advising students to
take an online FL course while controlling for demographics, past experience, and actual control.
The results generated by this study provide a starting point for future studies in faculty attitudes
and advising behaviors toward online FL courses. Given the results (i.e., correlation between
PSN, PBC, and the BI), this study needs to be extended using more complex modeling to better
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understand the interaction among these variables using standard error of mean (SEM) and path
analysis. The following discussion will address each of the research questions and sub questions.
Research Question One
RQ1 asked about the likelihood that community college faculty would recommend an
online FL course to an advisee. The answers to this section varied according to the scenario. This
was expected since advising is not the same for every student but must be tailored to their needs
and skills.
The faculty member doing the advising would also be an important element since some
expressed that they would not advise a student to take an online FL course as long as a face-toface option existed. Overall, the data revealed that faculty are moderately likely to advise a
student to take an online FL course.
Research Question Two
RQ2 examined the predictive correlation between the control variables, predictor
variables, and BI. It was further broken down into sub questions that addressed each section. The
discussion will continue in the order of the sub questions.
RQ 2a
Demographics were included in this study because Fishbein and Ajzen (2015) indicated
that there could be some influence between demographics and beliefs which, in turn, could have
a correlation with the predictor variables. The data showed that the demographic control
variables had the lowest correlation with the BI and did not explain a significant amount of the
variance in BI. This is similar to the result found by O’Neill et al. (2018).
RQ 2b
Past experiences, like demographics, was included in this study because RAA indicated
that they could have some influence on beliefs. Past experiences also showed a low correlation
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with the BI and did not explain a significant amount of the variance in BI. There was, however, a
significant correlation between the past experience of having taken or created an online course
and attitude toward online courses. This ties in with what was found by Fish and Gill (2009) in
looking at faculty perceptions of online instruction. Further, the past experience of having taken
an online course was the only item from past experience that had a significant correlation with
attitude toward online FL courses.
It is not surprising that there is a medium, significant correlation between faculty who
reported having taken an online course in the past and their attitudes toward both online courses
and online FL courses. What is surprising is that in faculty who have taught online or have
created an online course, there is a weaker correlation with attitudes toward online and online FL
courses than those who have taken an online course. From the data in this study, it appears that
taking an online course has more of an association with faculty attitudes toward online and
online FL courses than teaching or creating online courses.
RQ 2c
Out of the three predictor variables that were used in this study, attitudes had the
strongest correlation with the BI. According to RAA (Fishbein & Ajzen, 2015), attitudes should
have the strongest predictive correlation among the three main predictor variables. The
hierarchical multiple regression showed that the addition of the three attitude categories (toward
online courses, toward FL courses, toward online FL courses) was the most significant of the
models. While attitudes toward online courses was significant, faculty attitudes toward online FL
courses had the strongest correlation and was the only item from the regression to have a
statistical significance. Faculty attitudes toward FL courses did not play a large role in the BI.
Even though faculty may have a positive attitude toward FL courses and are likely to recommend
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face-to-face FL courses to their students because of this positive attitude (Wilkerson, 2006), the
data indicated that this does not extend to faculty attitudes toward online FL courses. When
given the choice, faculty reported that they would still prefer to advise a student to take a face-toface FL course if that was an option, even if the student had to make life accommodations to
enroll in that course.
Attitudes toward online courses and those toward online FL courses were strongly
correlated. Faculty with a positive attitude toward online courses were more likely to have a
positive attitude toward online FL courses and vice versa. However, the stronger correlation
between attitudes toward online FL courses and BI would indicate that there is more to faculty
attitudes toward online FL courses than just their attitude toward online courses in general.
Several comments in the open-ended question mentioned that course design and faculty teaching
the course would influence their attitude toward online FL courses, tying in with the findings by
Baker (2014) and Xu and Jaggars (2014). Further study into faculty attitudes toward online FL
courses is needed.
RQ 2d
The results show that the addition of PSN had a small and not significant correlation with
BI as has been found in other studies (Arevalo & Brown, 2019). Fishbein and Ajzen (2015)
noted, “The stronger the perceived social pressure, the more likely it is that an intention to
perform the behavior will be formed” (p. 130). The weakness of PSN in this study could call into
question the likelihood of a faculty member’s intention to advise students to take an online FL
course.
Of note with PSN is the strong correlation between it and attitude toward FL courses.
This was the only significant correlation for PSN shown in the study. This could indicate that
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PSN has an association with attitudes (Fishbein & Ajzen, 1975), which could indicate an indirect
association with the BI. Faculty indicated that they tended to disagree that the PSN from people
of influence played a significant role in their BI. It could be that the topic of advising students to
take online FL courses has not come up in discussions with deans, peers, communities, and
students. Thus, they were either unsure of what would be expected or they felt that it was not
important.
RQ 2e
The last of the predictor variables to be added to the hierarchical multiple regression was
PBC. Of all of the predictor variables, PBC was the only one that had a significant correlation
with all of the other predictor variables as well as BI. PBC looked at whether faculty felt they
had the autonomy to advise students as they saw fit concerning online FL courses. Given that the
score is on the mid-line, it would seem that faculty do not feel confident in their freedom nor in
their ability to advise students concerning online FL courses. Like PSN, PBC could have an
indirect influence on the BI by influencing attitudes (Fishbein & Ajzen, 1975).
The last item to be addressed is actual control. Actual control directly addresses the
question of training and information that faculty have received in order to advise students about
online FL courses. The responses in this section skewed negative. This indicates that the topic of
advising students about online FL courses may not have been addressed for a majority of the
participants. The question can then be asked that if faculty have not been trained on advising
students about online FL courses, as was indicated by the mostly negative response to the first
question about actual control, have they also not received training on advising for online courses
in general? Training of community college faculty in relation to advising for online courses and
online FL courses is a topic that needs to be addressed.
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COVID-19
This study was planned to address a downward turn in enrollment in FL courses. While it
was being designed, the COVID-19 pandemic began, changing instructional methods on the
community college campuses. Due to the COVID-19 pandemic and the changes to instruction
that occurred during this study, some of the questions addressed attitudes and beliefs from before
COVID-19 while others addressed current attitudes and beliefs. These sections of the survey, on
their own, brought out some important data that needs to be considered.
In March of 2020, both of the community colleges included in this study transitioned to
100% virtual learning and have continued to have few traditional, face-to-face courses even in
the Spring 2021 semester. The survey was sent out at the beginning of the Spring 2021 semester,
almost a year after the transition to virtual learning. It was suspected that this phenomenon may
have influenced faculty attitudes (toward online courses and toward online FL courses), PSN,
and PBC. As such, faculty were asked to reflect on their attitudes, PSN, and PBC prior to
COVID-19 as well as present day (i.e., time of the study). In comparing the responses from
before COVID-19 with the responses for current attitudes and beliefs, it was found that there was
a significant, positive change in attitudes toward online courses, perceived social norm, and
perceived behavioral control.
However, attitudes toward online FL courses, while they improved very slightly, did not
have a significant change. It is interesting that while the other items improved and had a
significant change, the attitudes toward online FL courses did not have a significant change. It
could be that faculty still held the same concerns about online FL courses as before the COVID19 pandemic. The comments made in response to the open-ended survey question gave some
ideas as to possible reasons for this. Issues about course development, limitations of FL courses
to teach and assess communication skills, and instructor of the course all reflect concerns that
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existed even before the pandemic and that were expressed in previous studies of online FL
courses (Brown et al., 2018; Pichette, 2009). This study was designed to look at the predictive
correlation between attitudes, PSN, and PBC and faculty advising, not what the attitudes were
toward online FL courses. Yet, these attitudes were still expressed in the one question where
participants were free to express themselves. A future study looking into what the attitudes are
toward online FL courses should be the next step in addressing these attitudes.
Implications
The results of this study indicate that faculty attitudes toward online FL courses have a
significant influence on the faculty BI of advising students to take an online FL course. They
also indicate that while faculty have a positive attitude toward FL courses, their more negative
attitudes toward online FL courses influence their BI to advise their students to take an online FL
course. This information can be used to target changes that need to be made to increase
acceptance of online FL courses. If FL departments at community colleges want to use online FL
courses to address the enrollment crisis in the FL programs, the data shows that they need to
address faculty attitudes toward these courses in order to influence their behaviors (Mills &
Moulton, 2017; Wilkerson, 2006). It also indicates that faculty do not feel prepared to advise
students to take an online FL course and they only moderately understand the possibilities of
online FL courses.
In line with the theory framing this research, RAA recommends using information
generated by a study to create a future intervention to change behaviors (Fishbein & Ajzen,
2015). Using the information generated in this study, a plan needs to be devised to address the
negative faculty attitudes toward these BIs in order to increase the likelihood of faculty
recommending an online FL course to their students. Faculty need to receive information and/or
training on online FL courses to help them better understand what these courses entail. As a
67

result, faculty members would have more confidence and information to advise their students. As
established, online courses are not suitable for all students and all situations, but more students
could benefit from online FL courses if they were advised to take them should the situation be
suitable.
Limitations and Recommendations for Future Research
This study focused on asynchronous online FL courses and further research should be
expanded to include more variables and to consider faculty attitudes toward synchronous and
hybrid online FL courses. A comparison study of faculty attitudes toward all three modes of
online delivery would extend the knowledge in this area and possibly address the concerns
expressed about the communicative nature of FL courses (Brown et al., 2018). In addition to
expanding the study to other types of online FL courses, student attitudes should be considered
as well.
In looking at the decreasing enrollment in FL programs (Looney & Lusin, 2018), other
factors need to be considered. This study does not address the underlying causes of decreasing
enrollment. Further study needs to be done to determine the causes of decreasing enrollment in
FL programs across the nation so they can be addressed directly.
Community colleges in Tennessee have the benefit of having access to a collection of
online courses from TN eCampus as well as online courses that are created at their own
institutions. In this study, faculty were not asked to consider only the online courses at their
institutions when completing the survey. Since their experiences with online courses could have
come from a variety of sources, this could have affected their beliefs about online courses.
Even though the two institutions used in this study were similar in demographics and
size, a comparison of the two institutions used for the study could be done to determine the
similarities and differences between their faculty responses. This was beyond the scope of this
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study, but a future comparison between institutions or even regions of the United States would
expand the knowledge in this area to help address attitudes of community college faculty across
the nation.
COVID-19 was also a limitation in this study. The pandemic forced institutions to change
instructional methods on short notice which had an influence on faculty perceptions toward
online courses. To adjust for this, some of the question sections were doubled asking for
responses from before COVID-19 and current. Since the institutions are still currently in the
middle of the pandemic and the adjusted format of teaching at community colleges, asking
faculty to try to remember what their attitudes and beliefs were before the pandemic might have
affected results since memory of times before the pandemic could have been changed by the
pandemic.
A further limitation is that I am a FL faculty member at one of the two institutions in the
study. To control for this, the survey was evaluated by a committee for face and content validity.
I did not complete the survey for inclusion in the study and the interpretation of data was also
assessed for bias by my faculty advisor and committee.
The next step toward addressing faculty attitudes toward online FL courses would be to
examine faculty attitudes toward online FL courses, as well as the cause or foundation of these
attitudes. Given some of the limited, open-ended responses received in this survey along with
previous studies (Brown et al., 2018; Harris, 2018; Pichette, 2009), some areas that need to be
investigated in relation to attitudes toward online FL courses are course design,
teaching/assessing verbal skills, faculty interaction/involvement in the course, and student
motivation.
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Conclusion
While the current COVID-19 pandemic has played havoc with society and educational
delivery, it did bring to light some of the advantages and disadvantages of online education.
More faculty were directly exposed to the challenges and benefits of online education. From this
exposure, there was a significant improvement in faculty attitudes toward online courses, but
there was no improvement in faculty attitudes toward online FL courses. A positive attitude
toward FL courses did not show a significant influence on faculty’s attitude toward online FL
courses. Faculty do not feel that they have the information they need in order to advise students
to take online FL courses.
The same concerns that FL faculty have toward online FL courses (Brown et al., 2018)
were exhibited by the faculty in general. Even though it has been shown that there is no
significant difference in student achievement in online and face-to-face FL courses (Harris,
2018; Pichette, 2009) and that technologies exist to address the concerns about communicative
competence in online FL courses (Aldosemani et al., 2016; Kern, 2014), further steps need to be
taken to share important information with community college faculty to improve attitudes toward
online FL courses and give them the information they need to advise their students.
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APPENDIX A
Cross-sectional descriptive survey plan
Intention to Advise Students Scale: QualtricsXM survey
Table A
Constructs and Definitions
Construct

Definition

Number of questions

Behavioral intention

Faculty’s subjective
probability of advising a
student/advisee to take an
online* foreign language
course.

5

Attitude toward behavior

The degree of favorableness or
unfavorableness community
college faculty members have
toward online, FL, and online
FL courses.

20

Perceived social norm

Faculty member’s perception
of “what is acceptable or
permissible behavior”
(Fishbein & Ajzen, 2015, p.
129) deemed by their
supervisors, colleagues,
students/advisees, and other
professionals in their
discipline.

8

Perceived behavioral
control

Faculty member’s ability and
confidence to advise students,
as well as the freedom that the
faulty member has to advise.

10

Actual control

A faculty member’s skill,
resources, and prerequisite
information access (e.g.,
training), and other community
college environmental factors.

4
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*An asynchronous online course is a course that is entirely online with no required live meetings.
Demographic Data: (5 questions)
1. Are you a full-time faculty member at a community college located in East Tennessee?
a. Yes (1)
b. No (2)
2. What is your rank?
a. Instructor (1)
b. Assistant Professor (2)
c. Associate Professor (3)
d. Professor (4)
3. On which campus are you based? (Answer choices varied by institution)
a. Morristown/Elizabethton (1)
b. Sevierville/Gray (2)
c. Greeneville/Johnson City (3)
d. Claiborne/Kingsport (4)
4. Please select the division in which you teach. (Answer choices varied by institution)
a. Behavioral/Social Sciences (1)*
b. Business (2)
c. Health Programs (3)*
d. Humanities (4)*
e. Mathematics (5)*
f. Natural Science/Science (6)*
g. Public Safety (7)
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h. Technical Education/Technologies (8)*
*indicates an item offered to both sites, non-starred items were only offered for site A
5. In which subject area do you teach a majority of your courses? (e.g. Biology, Communication,
Spanish, etc.) This question is optional. [fill-in-the-blank]

Demographic Information: (4 questions) Please select the options below that best represent you.
6. Which age range indicates your current age?
a. 20-24 (1)
b. 25-29 (2)
c. 30-34 (3)
d. 35-39 (4)
e. 40-44 (5)
f. 45-49 (6)
g. 50-54 (7)
h. 55-59 (8)
i. 60-64 (9)
j. 65-69 (10)
k. 70+ (11)
l. I prefer not to answer. (12)
7. What gender to you associate with?
a. male (1)
b. female (2)
c. other (3)
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d. I prefer not to answer. (4)
8. What is your ethnicity?
a. African American (1)
b. Asian/Pacific Islander (2)
c. Caucasian (3)
d. Hispanic (4)
e. Native American (5)
f. other (please describe) _____________ (6)
g. I prefer not to answer. (7)
9. Please indicate your region of origin.
a. East Tennessee (1)
b. Central Tennessee (2)
c. West Tennessee (3)
d. Southeast US (4)
e. Northeast US (5)
f. Northcentral US (6)
g. Southcentral US (7)
h. Northwestern US (8)
i. Southwestern US (9)
j. Central America (10)
k. South America (11)
l. Canada (12)
m. Europe (13)
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n. Asia (14)
o. Africa (15)
p. Australia (16)
q. Other, please specify _________________ (17)

Past Experiences: (6 questions) Please select the options below that best represent your
experience.
10. Indicate your years of teaching experience at the community college level.
a. 0-4 years (1)
b. 5-9 years (2)
c. 10-14 years (3)
d. 15-19 years (4)
e. 20-24 years (5)
f. 25-29 years (6)
g. 30+ years (7)

11. Have you ever taken an online course?
a. yes (1)
b. no (2)
12. Have you ever taught an asynchronous online course?
a. yes (1)
b. no (2)
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13. If yes, how many semesters have you taught an asynchronous online
course?
a. 1-2 semesters (1)
b. 3-4 semesters (2)
c. 5-6 semesters (3)
d. 7-8 semesters (4)
e. 9 or more semesters (5)
14. If yes, was this due to the COVID-19 pandemic?
a. Yes (1)
b. No (2)
15. Have you ever created an asynchronous online course? (Do NOT include a course
created due to the COVID-19 pandemic).
a. yes (1)
b. no (2)
16. Have you ever taken a foreign language course?
a. yes (1)
b. no (2)
17. If yes, what language(s) did you take?
-Chinese (1)
-French (2)
-German (3)
-Greek (4)
-Italian (5)
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-Japanese (6)
-Latin (7)
-Spanish (8)
-Russian (9)
-Other (please name language studied) __________ (10)
18. If yes, was the course online or traditional in format?
-Online (1)
-Traditional (2)
19. Have you ever taught a foreign language course?
a. yes (1)
b. no (2)
20. If yes, what language(s) do/did you teach?
-Chinese (1)
-French (2)
-German (3)
-Greek (4)
-Italian (5)
-Japanese (6)
-Latin (7)
-Spanish (8)
-Russian (9)
-Other (please name language studied) __________ (10)
21. Was the course online or traditional in format?
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-Online (1)
-Traditional (2)
Actual Control: (multiple choice) – 4 questions
22. Please select the answer that best represents your experience. I have received training
in advising students about taking online foreign language courses.
a. Yes (1)
b. No (2)
23. Please select the answer that best represents your experience. I have access to the
information I need about online foreign language courses in order to advise students
appropriately.
a. Yes (1)
b. No (2)
24. Please select the answer that best represents your experience. I have the necessary
equipment (e.g. computer, advising materials, etc.) needed to advise students about online
foreign language courses.
c. Yes (1)
d. No (2)
25. Please select the answer that best represents your experience. I have the skills (e.g.,
training) needed to advise students about online foreign language courses.
e. Yes (1)
f. No (2)

Predictor Variables Data (RQ2):
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Attitudes:
Attitudes toward online courses in general (seven-point Likert-type scale) – 8 questions
Please read the statement carefully, then choose the number that best describes your
CURRENT opinion for the statement.
26. Online courses are as effective as face-to-face courses. Strongly agree.....Strongly
disagree (1-7)
27. Online courses are effective. Strongly agree.....Strongly disagree (1-7)
28. Online courses provide as rigorous of a learning experience as face-to-face courses.
Strongly agree.....Strongly disagree (1-7)
29. Online courses provide quality learning experiences for students. Strongly
agree.....Strongly disagree (1-7)

Please read the statement carefully, then choose the number that best describes your
opinion BEFORE the COVID-19 pandemic for the statement.
30. Online courses are as effective as face-to-face courses. Strongly agree.....Strongly
disagree (1-7)
31. Online courses are effective. Strongly agree.....Strongly disagree (1-7)
32. Online courses provide as rigorous of a learning experience as face-to-face courses.
Strongly agree.....Strongly disagree (1-7)
33. Online courses provide quality learning experiences for students. Strongly
agree.....Strongly disagree (1-7)

Attitudes toward FL courses in general (seven-point Likert-type scale) – 3 questions
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Please read the statement carefully, then choose the number that best describes your
CURRENT opinion.
34. Foreign language courses are necessary. Strongly agree.....Strongly disagree (1-7)
35. Foreign language courses are important. Strongly agree.....Strongly disagree (1-7)
36. Taking a foreign language course is good for students. Strongly agree.....Strongly
disagree (1-7)

Attitudes toward online FL courses (seven-point Likert-type scale) – 8 questions
Please read the statement carefully, then choose the number that best describes your
CURRENT opinion.
37. Online foreign language courses are effective as face-to-face foreign language
courses. Strongly agree.....Strongly disagree (1-7)
38. Online foreign language courses are effective. Strongly agree.....Strongly disagree (17)
39. Online foreign language courses provide as rigorous of a learning experience as faceto-face foreign language courses. Strongly agree.....Strongly disagree (1-7)
40. Online foreign language courses provide quality learning experiences for students.
Strongly agree.....Strongly disagree (1-7)

Please read the statement carefully, then choose the number that best describes your
opinion BEFORE the COVID-19 pandemic.
41. Online foreign language courses are effective as face-to-face foreign language
courses. Strongly agree.....Strongly disagree (1-7)
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42. Online foreign language courses are effective. Strongly agree.....Strongly disagree (17)
43. Online foreign language courses provide as rigorous of a learning experience as faceto-face foreign language courses. Strongly agree.....Strongly disagree (1-7)
44. Online foreign language courses provide quality learning experiences for students.
Strongly agree.....Strongly disagree (1-7)

Perceived Social Norms: (seven-point Likert-type scale) – 8 questions
Please read the statement carefully, then choose the number that best describes your
CURRENT opinion.
45. My dean expects me to advise students to take online foreign language courses.
Strongly agree.....Strongly disagree (1-7)
46. My colleagues think I should advise students to take online foreign language courses.
Strongly agree.....Strongly disagree (1-7)
47. My advisees expect me to advise them to take online foreign language courses.
Strongly agree.....Strongly disagree (1-7)
48. My professional networks (e.g. professional organizations, Twitter PLN, Facebook,
etc.) expect me to advise students to take online foreign language courses. Strongly
agree.....Strongly disagree (1-7)

Please read the statement carefully, then choose the number that best describes your
opinion BEFORE the COVID-19 pandemic.
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49. My dean expects me to advise students to take online foreign language courses.
Strongly agree.....Strongly disagree (1-7)
50. My colleagues think I should advise students to take online foreign language courses.
Strongly agree.....Strongly disagree (1-7)
51. My advisees expect me to advise them to take online foreign language courses.
Strongly agree.....Strongly disagree (1-7)
52. My professional networks (e.g. professional organizations, Twitter PLN, Facebook,
etc.) expect me to advise students to take online foreign language courses. Strongly
agree.....Strongly disagree (1-7)

Perceived Behavioral Control: (seven-point Likert-type scale) – 10 questions
Please read the statement carefully, then choose the number that best describes your
CURRENT opinion.
53. I have the knowledge needed to advise my students about online foreign language
courses. Strongly agree.....Strongly disagree (1-7)
54. My advising a student to take an online foreign language course is up to me. Strongly
agree.....Strongly disagree (1-7)
55. I am confident that I can advise a student to take an online foreign language course.
Strongly agree.....Strongly disagree (1-7)
56. I have the ability to answer my advisees’/students’ questions about taking an online
foreign language course. Strongly agree.....Strongly disagree (1-7)
57. I have the ability to assess my advisees’ ability to be successful in an online foreign
language course. Strongly agree.....Strongly disagree (1-7)
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Please read the statement carefully, then choose the number that best describes your
opinion BEFORE the COVID-19 pandemic.
58. I have the knowledge needed to advise my students about online foreign language
courses. Strongly agree.....Strongly disagree (1-7)
59. My advising a student to take an online foreign language course is up to me. Strongly
agree.....Strongly disagree (1-7)
60. I am confident that I can advise a student to take an online foreign language course.
Strongly agree.....Strongly disagree (1-7)
61. I have the ability to answer my advisees’/students’ questions about taking an online
foreign language course. Strongly agree.....Strongly disagree (1-7)
62. I have the ability to assess my advisees’ ability to be successful in an online foreign
language course. Strongly agree.....Strongly disagree (1-7)

Criterion Data (RQ1):
Behavioral Intentions: - scenarios (seven-point Likert-type scale) – 5 questions
Please read the scenario carefully and consider your answer based on a typical semester,
NOT the current pandemic schedule. Then choose the number that best describes your
opinion.
63. A traditional age community college student (entered community college directly after
graduating from high school) comes to your office for advising. She is interested in taking
SPAN 1010 but cannot fit the face-to-face course into her schedule. The face-to-face SPAN
1010 courses are only offered during the same time as her ENGL 1010 course. ENGL 1010
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is a requirement for her course of study. There is an alternative to the face-to-face course;
SPAN 1010 is being offered as a fully online course. How likely are you to recommend that
this student take an online foreign language course as an alternative to a face-to-face foreign
language course? Extremely likely.....Extremely unlikely (1-7)
64. A 30-year old, African American woman who is a mother of three is pursuing an
Associate degree in business. She is taking the majority of her courses online so that she can
successfully balance her family, job, and college. She is interested in taking a SPAN 1010
course but cannot come to campus for the face-to-face course due to her work schedule.
There is an alternative to the face-to-face course; SPAN 1010 is being offered as a fully
online course. How likely are you to recommend that this student take an online foreign
language course as an alternative to a face-to-face foreign language course? Extremely
likely.....Extremely unlikely (1-7)
65. A traditional age community college student comes to your office for advising and is
interested in taking a foreign language course. The student has experience and has been
successful in both online and face-to-face courses. There are two options for taking a foreign
language course, both online and face-to-face. The student’s schedule would allow him to
take either course. How likely are you to recommend that this student take an online foreign
language course as an alternative to a face-to-face foreign language course? Extremely
likely.....Extremely unlikely (1-7)
66. A 25-year old community college student comes to your office for advising and is
interested in taking a foreign language course. She has had good experiences with taking
online courses in the past but is concerned that a foreign language course might be more
difficult in an online format. The student’s course schedule would allow her to take either a
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face-to-face or an online foreign language course, but she would have to adjust her work
schedule to take the face-to-face course. How likely are you to recommend that this student
take an online foreign language course as an alternative to a face-to-face foreign language
course? Extremely likely.....Extremely unlikely (1-7)
67. I intend to advise my students to take an online foreign language course if it is an option
for their schedule: Very unlikely…..Very likely (1-7)

68. Open ended question: If your attitude toward online course, foreign language courses, or
online foreign language courses has changed, positively or negatively, due to the COVID-19
pandemic, please give three reasons why

92

APPENDIX B

93

94

95

96

97

APPENDIX C

98

99

100

101

